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ABSTRACT 
TEACHERS AS GRANTSEEKERS; URBAN TEACHERS' PERCEPTIONS OF 
COMPETITIVE GRANT PROGRAMS FOR INDIVIDUAL TEACHERS 
FEBRUARY 1994 
SARA E. FREEDMAN, B.A., BRANDEIS UNIVERSITY 
M.A., LESLEY COLLEGE 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
The study explores how urban teachers feel about a 
new addition to the job description of teachers—that of 
grantseeker. Grantseeking has now become a well 
organized and accepted way for individual teachers to 
translate a new model of the professional—that of the 
entrepreneur charged with the responsibility of raising 
funds for her own classroom and school, as well as for 
financing her own professional development—into their 
own teaching situations. This study sought to gain an 
understanding of teachers' perceptions concerning the 
grantseeking aspects of one nationally sponsored grant 
program and how they fit into the teacher's previous 
conceptions of her role and sense of efficacy. 
The study helps to illuminate how the changes in 
school funding through such grants have affected the job 
definition of such urban teachers, the definition they 
hold of the effective professional teacher, and the 
IV 
willingness of teachers in general to respond to these 
changes. By concentrating on a grant funded program 
designed to address the professional development needs 
of the individual teacher, this study supplements and 
illuminates other research efforts concentrating on 
school wide efforts such as school based management and 
business-school partnerships within the specific context 
of an urban school system experiencing continual fiscal 
crises and a long-standing court order to overturn 
historic patterns of segregation and discrimination in 
hiring practices and pupil placement. 
The primary methodology used was return interviews 
conducted with a purposefully selected, racially diverse 
group of teachers working in an urban school system, all 
of whom have received at least two grants in the local 
branch of a national program for supporting teacher 
developed curriculum programs. The major findings are 
presented in the form of three career biographies of 
teachers in their role as grantseekers: 1) a Latina 
bilingual teacher, 2) a white regular education teacher, 
and 3) an African American regular education teacher. 
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The past decade has seen a remarkable growth in the 
grant opportunities available to individual teachers funded 
with the express purpose of identifying, subsidizing, and 
disseminating teacher-developed curriculum projects. In this 
dissertation I explore through in-depth interviews with 
teachers who work in a single urban school system and who 
have competed successfully in one such grant program why they 
have participated in the grant program and what they think 
the consequences of their participation have been on how they 
teach, what they teach, their commitment to teaching, and 
their sense of efficacy as teachers. In this dissertation 
study, I have built on an evaluation study I conducted in 
1990-91 for the funder of one such program [Freedman, 1989b], 
considerably extending in the study reported here the data 
gathering activities and analysis conducted for the purposes 
of that evaluation. 
Potential Benefits of Grant Funded Curriculum Development and 
Dissemination Programs to Individual Teachers 
The funding sources supporting such grant programs, the 
majority of which are now private foundations, do so based on 
the theory that the key to improving schools is improving the 
capacity and motivation of individual teachers to teach 
effectively. Given the enormous increase in such programs and 
their potential impact upon individual teachers, their 
students, and their school systems, it is curious that little 
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research attention has been directed at such programs or the 
private funding that supports many of them, despite the fact 
that funding shifts from public to private in other areas of 
the educational system have been well documented and debated 
in the popular press and in the research community. 
In fact, cutbacks in federal, state, and local funding 
have been the news of the day for several years, with 
education being one of the areas hardest hit. At the same 
time, new private corporate funding sources and schemes 
directed at public schools have proliferated, promising 
unprecedented opportunities as well as unaccustomed 
pressures. In many urban school systems in particular, 
superintendents' memos announcing a wide range of grants 
appear in teachers' rooms on a daily basis. A great number of 
these programs target individual teachers, allocating grants 
directly to them for personal or classroom use in return for 
their willingness to develop, disseminate and/or adapt 
exemplary curriculum projects. 
In addition to the obvious monetary advantages, such 
grants carry other distinct benefits for teachers. They 
promise teachers a measure of relief from the restrictions 
and bureaucratic roadblocks common to schools. They provide a 
system-wide mechanism for publicly recognizing and rewarding 
those teachers who have successfully competed with their 
peers with little of the controversy and none of the 
contractual problems that proposals such as merit pay and 
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master teacher have elicited. They create networks for such 
teachers beyond what is available to them within their 
individual schools, helping to break down the isolation 
endemic to teachers' working lives. 
Potential Drawbacks of Such Programs to Individual Teachers 
These grants, however, are not without drawbacks. They 
do not promise a stable source of funding for the programs 
these teachers have developed, no matter how meritorious the 
programs on which they have worked. They are sensitive to 
cycles of corporate boom and bust, proliferating when 
companies and the general economy appear strong and declining 
during recessions. Even when funds from specific private 
donors are assured, the grant program itself does not insure 
that the teachers who were awarded the grants can carry out 
the programs for which they received the funds, or that they 
can do so under conditions similar to those existing when the 
grants were conceived and written. In a period of continuing 
layoffs, these grants have little if no effect on whether or 
not the teachers receiving them will retain their jobs, since 
the criteria for retention are in no way congruent or even 
overlapping with those for awarding grants. 
This is especially true in urban school systems such as 
Boston, Massachusetts, the site of Impact II, the grant 
program studied in this dissertation. Such school systems are 
often under court mandate or other requirements to maintain 
specific demographic percentages in their teaching workforce. 
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It is conceivable that a teacher could receive notice of a 
grant award at the same time that she is handed a "pink slip" 
or an assignment to a different grade level, school, type of 
student, or subject area. Thus, teachers run the risk of 
investing a great deal of time and emotional commitment in 
projects which they may never be able to carry out or 
continue beyond the timeframe of the initial grant. 
The possibility for cynicism and bitterness are inherent 
in such a situation. Teachers in Boston have experienced a 
decade and a half of instability and fiscal crises. Cutbacks 
in funding for general operating expenses and enrichment 
programs have meant that programs teachers have worked on for 
years, and in which they have considerable professional and 
emotional investment, have been terminated. 
At the same time that teachers are increasingly being 
urged to fund special programs for their individual 
classrooms, clusters and schools, there has been a reduction 
or total curtailment of discretionary funds provided by the 
Boston public school system (BPS) to teachers for materials 
and resources [Ribadeneira, 1991]. Individual teachers do not 
have the budget to buy even the mandated basal reader for 
their classrooms out of the dwindling funds provided by the 
school system, despite the fact that students are tested and 
teachers evaluated on the progress students are making in 
mastering these texts. Monies for basic classroom supplies or 
those needed for supplemental or enrichment activities are 
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simply not provided on a routine basis by the school system 
and have not been provided for several years out of a 
combination of bureaucratic roadblocks, budgetary wrangling 
on a system-wide level, and the deepening fiscal crisis faced 
by the system along with many other urban school systems. 
Accompanying the fiscal pressures on the Boston system 
as a whole is the general instability of working conditions 
and the diversity of experience and background among the 
teaching staffs of BPS. Virtually every teacher working today 
within BPS has experienced serious destabilization in his/her 
own job situation [Freedman, 1989b]. Many teachers of color 
have faced significant obstacles achieving a teaching career 
including discrimination in their own school experiences and 
in the hiring practices of school systems. Suburban school 
systems, historically and to the present day, employ 
extremely small numbers of minority teachers [Massachusetts 
Board of Education, 1991]. Competition for jobs among 
teachers of color within the state has been almost 
exclusively confined to urban school districts. 
Until 1974, the year in which the Boston school system 
was desegregated by federal court order the city of Boston 
employed few teachers of color, did not place the majority of 
those teachers in positions leading to tenure, and segregated 
those they did employ into schools with majority black 
populations [Morgan vs. Hennigan, 1974]. Since 1974, the 
Boston public school system has been required by court order 
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to work towards, and once achieved, maintain a teaching work 
force of at least 35% minority teachers, including 25% black 
teachers and 10% other minority teachers. At no time has 
Boston met this goal, nor has it had a strong record in 
retaining many of the minority teachers that it does hire 
each year. The system, therefore, is continually hiring new 
teachers of color to replace those who leave the system after 
a relatively few years of working within it. 
During the same period, the school system periodically 
has laid off substantial numbers of veteran white teachers. 
In 1981 Boston laid off over 1000 veteran teachers, some with 
over 15 years of seniority. In that year, the state 
legislature passed a tax reform bill which placed a cap on 
the amount of funds cities and towns could raise through 
property taxes, the chief source of revenue for school 
budgets. The great majority of these laid-off teachers were 
white. Many of these teachers have since returned to the 
system, recalled sometimes two to three years after they were 
laid off. They continue to receive layoff notices every few 
years, some of which take effect, some of which result in 
their transfer to a new school anytime between the end of 
school in June and the beginning of school in early 
September. 
The pattern in Boston of continually hiring new teachers 
of color and periodically laying off and rehiring veteran 
white teachers means that staff who have remained in one 
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school often do not teach with the same group of teachers 
from one year to the next. It is not uncommon for up to a 
third of a school's staff in Boston to change in one year, 
every year. The resulting instability in individual school 
and system wide staffing has produced a fragile and ever 
changing basis for introducing and solidifying programs 
designed to build a community based upon and capitalizing on 
staff and student diversity in individual schools and the 
system as a whole. The system's history of first 
discriminating against teachers of color and linguistic 
minorities in hiring practices and then, by virtue of the 
long-standing court order, hiring and laying of teachers 
according to race and language of origin, presents real 
challenges to projects such as Impact II which encourage 
teacher-to-teacher collaboration. 
During this period of staff destablization, there has 
been a selective and sporadic introduction of new teaching 
methods and approaches without a clarification of the degree 
of support they enjoy within the system and whether they are 
intended to strengthen or replace traditional methods and 
approaches. Bilingual education for non-English speakers is 
being reinforced at the same time that funds for two-way 
bilingual immersion education for non-English and English 
speaking students is receiving specially earmarked funds and 
public relations attention [Tabor, 1990]. Award winning after¬ 
school programs receive high marks in the press and in 
evaluation studies only to find their funding cut when 
mandated programs require a new infusion of funds [Guiney, 
1987]. 
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The message received is that the only way to gain the 
funds needed to teach effectively is to select the presently 
preferred program and hope to have one's classroom, cluster 
or school chosen as a model site, if only for a few years 
until another program catches the attention of individual 
funders or central administration. Paradoxically, programs 
such as Impact II, which fdLrst targeted urban school systems, 
were developed to encourage teacher-to-teacher support and 
collaboration as an antidote to a perceived climate of 
stagnation and resignation [Mann, 1983]. They operate, 
however, without an overt recognition of either the 
conditions which prompted their development or the way the 
introduction of any new program can exacerbate prevailing 
tensions while relieving others. 
Central Questions Addressed in Dissertation Study 
Considering the mixed blessings such grant funded 
programs present, it is not always obvious why teachers, 
particularly those working in urban school systems, do 
participate in them and to what effect. This study sought to 
answer such questions as applied to the introduction of one 
such program into a major urban school system. This system is 
similar in many ways to other urban school systems. It has, 
however, experienced particular fiscal constraints and has a 
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specific history of hirings, reductions in force, and 
staffing in conformity with judicially constructed and 
politically contested racial and linguistic categories. Given 
these site specific limitations, the three central questions 
the study was designed to answer were: 1) why do those urban 
teachers who participate in such programs do so? 2) in what 
ways do they feel their participation has affected how they 
teach, their commitment to teaching, their relationship with 
other staff members, and their sense of efficacy as teachers? 
and 3) how has their participation in the program affected 
their willingness to continue participating in such programs 
as curriculum developers and as grantseekers? While these 
questions concentrated on discovering the program's effects 
on individual, urban-based teachers, the study was intended 
to add to our understanding of how such programs affect the 
schools in which these teachers work and the system as a 
whole. 
Overview of Methodology 
I incorporated both qualitative and quantitative 
methodologies to investigate the perceptions of Boston public 
school teachers who have successfully competed in Impact II, 
the local branch of a national program with affiliates in 
urban and suburban school systems organized to award grants 
to individual teachers to develop and disseminate curriculum 
programs. By focusing the study on the experiences of 
teachers as grantseekers, all of whom work in one urban 
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school systems, I gave primary attention to their 
participation in the Impact II program and other such 
programs from the initial contact of pursuing a grant 
application to the effect of the programs on their work as 
teachers and their commitment to teaching. 
In designing the study, I chose to work within the model 
of critical ethnography. Quantz [1992] describes critical 
ethnography as "having conscious political intentions that 
are oriented toward emancipatory and democratic goals 
[p.449]." Emancipation implies seeing the world as 
"problematic," that is, calling into question fundamental 
values or assumptions about our culture in terms of the 
structure and allocation of power. Simon and Dippo [1986], in 
their definition of critical ethnography, explicitly state 
that 
...the work must employ an organizing problematic that 
defines one's data and analytical procedures in a way 
consistent with its project...[p.197]. 
The problematic around which I organized this study was 
the phenomenon of grantseeking as practiced by individual 
urban teachers. This required my defining the activities that 
teachers engage in in pursuing and executing individual 
grants not as isolated events, but as constituent parts of a 
larger, historically situated phenomenon—grantseeking—with 
the potential to dislocate or relocate existing and 
articulated power structures and norms within teaching in 
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general and urban sites in particular and to create new axes 
of power and new norms. 
Once having defined the discrete activities of teachers 
active in programs such as Impact II as a recognizable 
phenomenon operating within a particular social construction, 
I approached teachers and asked them to examine the 
cumulative effect of grantseeking on themselves and on other 
teachers and to recognize grantseeking as a phenomenon worth 
examining in their own lives. 
According to Quantz [1992], in addition to seeing the 
world as problematic, those who wish to work within the 
tradition of critical ethnography recognize and build into 
their studies an understanding 
that different social groups often construct different 
cultural visions, but these different cultural views 
result not from some autonomous response to environmental 
conditions or social context, but from the actions of 
people located in historically structured situations 
[p.467]. 
In order to understand the "historically structured 
situations" of the individual grantseekers and the way that 
their activities as grantseekers may be creating a new 
dynamic for teachers in Boston, I conducted repeat return 
interviews in 1992 with a purposefully selected group of 14 
Boston public school teachers, 12 of whom have received at 
least two grants from Impact II and two of whom participated 
in a state-wide grant-funded program for teacher-leaders. 
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I had previously interviewed the 12 teachers active in 
Impact II in 1990-1991 as part of an evaluation study I 
conducted for the major funder of this program. I used the 
data from the evaluation study which focused specifically on 
the attitudes of Boston teachers towards and experiences with 
Impact II to inform my understanding of the phenomenon of 
grantseeking in general and its particular significance for 
Boston public school teachers. In re-interviewing the 12 
teachers active in Impact II for this dissertation study, I 
asked them to incorporate their specific experiences as 
grantseekers in Impact II into a general discussion of their 
grantseeking as part of their teaching experiences and the 
professional and personal background they brought to 
grantseeking. Through this approach, I hoped to lay the basis 
for critically exploring with the teachers I interviewed this 
new role within education, to trace with them its origins 
outside of education, to speculate together on the reasons 
for grantseeking's growing importance in education, and to 
consider the ways their own histories in and outside of 
schools prepared them for the impact of grantseeking on their 
lives and on the schools in which they teach. 
I supplemented the data collected through the interview 
process with these 12 teachers on the impact of grantseeking 
with data gathered through interviews I conducted with six 
teachers who were selected to participate in a state-wide 
program for exemplary teacher-leaders and who have received 
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at least two other grant awards in the past five years. Two 
of these six teachers work in Boston, three in suburban 
school systems and one in a rural school system. 
I collected additional information for this study 
through my attendance at relevant conferences, demonstrations 
and committee meetings; analysis of evaluation forms 
developed and distributed by the national program of Impact 
II to teachers participating in the local program and the 
state-wide program; review of pertinent documentation such as 
grant proposals, requests for proposals, program catalogues 
and handouts from Impact II and the state-wide program; and 
interviews with selected administrators, funders, and 
principals. 
Significance of the Study 
Excunination of the Potential of Peer Professional Development 
Programs 
Influential reports on education published within the 
past decade [National Commission on Excellence in Education, 
1983; Carnegie Forum on Education and the Economy, Task Force 
on Teaching as a Profession, 1986; Holmes Group Inc., 1986] 
have urged that in order to enhance student learning 
increased attention must be paid to teacher learning, 
especially among the ranks of veteran teachers who 
characterize many school systems today. One of the key issues 
these research agendas highlight is the need to motivate 
teachers to develop the critical and reflective thinking that 
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many researchers feel are missing from the vast majority of 
classrooms today. 
Much of the impetus for this new emphasis on critical 
and reflective thinking comes from a belief that the 
workforce is changing. Students, as potential members of the 
workforce, must develop new and more sophisticated ways of 
thinking in order to enter successfully the new world of 
work. In turn, their teachers must also change how they think 
and how they teach children how to think. Many educational 
researchers and policy makers ["Creation of New Education 
Center", 1989; Cruickshank, 1987] consider such changes 
crucial to upgrading teaching from a semi-profession to a 
true profession, in line with the trend toward upgrading the 
general workforce. 
Many believe, however, that even if less effective 
teachers improve to the levels of currently effective 
teachers, as judged by previous standards, the goal of 
developing new generations of reflective and critical 
thinkers will not be met. Those who hold such a belief 
maintain that very few teachers today, particularly those 
working in urban school systems, are reflective or see the 
need to be so [Kennedy, 1991; Liston and Zeichner, 1990]. 
In contrast. Impact II, the program in which most of the 
teachers I interviewed in this study participated, was 
developed based on the assumption that many teachers working 
today have the potential to be reflective if they do not 
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always embody the model of the reflective teacher in their 
particular school settings. The model for school change 
implicit in the structure and announced purpose of Impact II 
is based upon a number of assumptions about the role of 
teachers in school reform, starting from their involvement in 
curriculum reform within their own classrooms and expanding 
to the wider sphere of the school and school system. These 
assumptions are: 1) that present day teachers must be 
integral to the reform process however that is defined, 2) 
that some teachers are more likely to influence change in a 
positive direction than others and 3) that sufficient numbers 
of good teachers within a school system will be attracted to 
and successfully compete in such grant programs. 
Architects of programs such as Impact II argue that 
identifying and rewarding such teachers as professionals will 
influence others, ostensibly the less competent or 
ineffective teachers, and improve the overall teaching in a 
school or school system. This study examines the extent to 
which an urban based, grant-funded program that self¬ 
consciously relies exclusively on teacher to teacher, peer 
professional development as an alternative to imposed 
university or curriculum specialist taught courses or 
demonstrations affects the capacity and motivation of 
teachers to develop such new ways of thinking. 
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Examination of Teachers as Grantseekers 
The study explores how teachers feel about a new 
addition to the job description of teachers—that of 
grantseeker. The increasing responsibility placed on the 
teacher—as an individual and as a member of a team—to raise 
funds for her classroom, her school, her school system, and 
her own professional development is intrinsic to her 
participation in the program. Teachers are increasingly asked 
to act like "professionals." One aspect of this orientation 
includes capturing the entrepreneurial spirit which some 
reformers equate with a classic professional model. 
Grantseeking has become a well organized and accepted way for 
individual teachers to translate this entrepreneurial model 
of professionalism into their own teaching situations. This 
study sought to gain an understanding of teachers' 
perceptions concerning the grantseeking aspects of this 
particular grant and how they fit into the teacher's previous 
conceptions of her role and sense of efficacy. The study 
helps to illuminate how the changes in school funding through 
such grants have affected the job definition of such 
teachers, the definition they hold of the effective 
professional teacher, and the willingness of teachers in 
general to respond to these changes. 
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Examination of Effects of Grant Funded Programs Awarded to 
Individual Teachers on School-Wide and Svstem-Wide Reform 
Efforts 
By concentrating on a grant funded program designed to 
address the professional development needs of the individual 
teacher, this study supplements and illuminates other 
research efforts concentrating on school wide efforts such as 
school based management and business-school partnerships. 
Many school systems, including the one in which I conducted 
the study, are implementing programs that valorize the 
autonomy and professionalization of the individual teacher at 
the same time that they are encouraging programs that 
emphasize developing a community/school-based management 
structure. The potential for conflict appears self-evident. 
For example, it is quite possible that teachers who 
participate for the most part in programs that only fund 
individuals, teachers who participate only in whole school or 
team projects, those who participate in both and those who 
participate in none hold very different views about the 
definition of a good teacher and what constitutes good 
professional development. 
School personnel, however, are reluctant to question 
publicly any program that brings money into the schools, 
generally believing that in a system starved for funds, any 
source of funding is better than none. That widely held 
belief encourages teachers and administrators alike to 
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downplay the possible conflicts that results when grant 
programs that target individual teachers and those that 
target whole schools or teams of teachers operate within the 
same school or school system. This study sought to uncover 
the ways in which individual teachers who participate in at 
least one form of professional development perceive the 
effect of these programs, individually and taken as a whole, 
as reinforcing or clashing with each other, and the effects 
of that interaction on the individual teacher and her school 
and school system. 
The study examines a program that encourages the 
development of the individual teacher within a school system 
which is also nurturing a model of school based management, 
contributing to an understanding of how conflicts develop, 
over what issues, and with what results. By investigating 
with teachers the accumulated impact of several different 
kinds of grants on themselves as individuals, as well as on 
their specific schools, the study analyzes what site-specific 
specific factors encourage the integration of such 
experiences into a school or an individual classroom and what 
factors work against such integration. 
Effect of Individual Grant Programs on an Urban School System 
I conducted the research for this study in Boston, 
Massachusetts, an urban school district characterized by a 
racially and ethnically diverse school staff and student 
body. Like many other such school systems, its teachers have 
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been buffeted by severe funding crises and traumatic layoffs 
of white teachers with up to 15 years of service to the 
system and continual transfers of teachers of color due to 
school closings, bumping, and bureaucratic and legally 
mandated requirements. The great majority of the district's 
students live below the poverty line, many in neighborhoods 
beset by economic devastation and violence [Cannellos, 1993]. 
It is not uncommon for one third of a school's student 
population to move or drop out and be replaced by other 
students within a single school year. Racial controversy and 
politically divisive tensions among both students and staff 
are omnipresent in the school system, if not always overt. 
These real life, context specific conditions are missing 
from many studies of reform efforts, most especially the few 
that have analyzed grant funded programs to individual 
teachers. Many reform efforts do stress the fact that 
America's increasingly diverse student body, coupled with 
emerging workforce demands, will force new teaching 
techniques and strategies as well as a new conception of the 
role of the teacher. Some recognize the stress of teaching in 
such school systems, the increased and often conflicting 
demands placed on teachers, and the ways in which school 
systems constrict and even punish meritorious teaching. 
However, the reform efforts and the studies that 
describe, analyze, and in some important cases guide their 
direction, continue to neglect the diversity within teaching 
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staffs and the conflicts that have emerged historically in 
the move to achieve that diversity. Nor do most reform 
efforts take into consideration how the diverse backgrounds 
of teachers and students and the historic staffing patterns 
that have created such diversity have influenced teachers' 
views on education and their relationships with other 
teachers. 
The methodology I chose to use in this study provided 
data on the capacity and willingness of individual teachers 
with diverse family and social backgrounds, working in a 
range of teaching situations, to respond to the grant 
program, and other such programs. More discussion on the 
methodology of the in-depth interviews used in this study 
will be presented in the section on methodology below. 
Focus on Topic Receiving Little Research Attention and 
Increasing Foundation Funding 
The study explores an area in education that has 
received little research attention despite the fact that 
funding for such projects has increased enormously at a time 
when other projects, especially those dependent upon public 
funds, have been eliminated or severely curtailed. Not a 
single presentation in the 1991 American Educational Research 
Association conference, only one in 1992, and, with the 
exception of a paper I delivered, none in 1993 addressed the 
issue of corporate funding to individual teachers. Few papers 
on this topic appear in ERIC abstracts over the last ten 
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years, the period of greatest growth in funding for such 
programs, 
This is not to say that researchers have neglected the 
individual teacher. Her recruitment, acculturation, 
professional, and personal, development, attitude, motivation 
and effectiveness have all been exhaustively studied, 
including hov all of these factors influence the curriculum 
choices teachers make or are allowed to make, and how well 
they implement those choices [Elbaz, 1983; Feiman-Nemser and 
Floden, 1986; Goodlad, 1984; Spencer, 1986]. 
Little research attention, however, has been directed at 
the role privately funded grant programs play in shaping 
those choices and influencing their effects on the teachers 
themselves and their colleagues. Unlike governmental 
agencies, private sector foundations do not routinely require 
program evaluations and few evaluations have been conducted 
by the funders or the participants in such programs. 
Given the enormous increase in such programs and their 
potential impact upon individual teachers, their students, 
and their school systems, it is curious that little research 
attenticm has been given to such curricular projects 
[Sommerfeld, 1992], or to any others that focus on grant 
programs targeting individual teachers. This is in sharp 
contrast to the considerable publicity and research focused 
on other grant fuiKled programs which concentrate on the 
school or teams of teachers within a school. Yet both kinds 
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of programs—those that focus on individual teachers and 
those that focus on an entire school or a team within a 
school—have been described by the foundations funding them, 
many educational researchers, and the teachers themselves, as 
integral to a larger reform effort [American Enterprise 
Institute/NIE, 1983; Business and the Public Schools 
Committee for Economic Development/NY Research and Policy 
Committee, 1985; Perry, 1989; Timpane, 1982, Winerip, 1993]. 
Lack of Interest by Funders in Evaluating Grants to 
Individual Teachers. Indeed, many of these same foundations 
have invested considerable resources, and a great deal of 
influence, in shaping and promoting both programs, under the 
explicit assumption that the key to improving schools is 
improving the capacity and motivation of individual teachers 
to teach effectively. Yet funders have displayed a lack of 
interest in evaluating such programs, other than to monitor 
the bureaucratic use of such funds and the ability of 
programs within individual cities to attract new funders 
[Lobman, 1992]. Boston, the city in which I conducted this 
study, is frequently cited as a national leader in 
establishing such programs [Weisman, 1990]. The funds 
provided to such programs lead the national averages for such 
programs. Yet no substantive evaluations on programs 
targeting individual teachers other than the one which I 
conducted have been commissioned in Boston itself, and few in 
other cites. 
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One factor that may explain why research attention has 
not been directed at such grant programs is the prevailing 
attitude that such grant programs—that is^ the opportunity 
provided a school system to raise additional money for 
teachers through a competitive process that identifies 
exemplary practice—is an unalloyed good for all concerned. 
As one administrator said in reference to Impact II, "You're 
never going to get any teacher to say there is anything wrong 
with this project because it puts money in the hands of 
teachers that they otherwise would never get. You don't bite 
the hand that feeds you" [Freedman, 1989a]. 
In addition, these programs are generally smaller in 
scope and in budget than those that focus on schools or 
entire school systems. Grants to teachers themselves are 
often between $200 and $500. A single teacher could 
successfully compete in several of such programs each year, 
but the funders of each separate program see their investment 
as relatively modest. While the combined effects of these 
programs on teachers may be significant, the funders of these 
relatively modest grant programs are less apt to budget 
additional funds for their evaluation. 
Another explanation may be the rationale behind private 
sector funding of public education in general. An important 
sector of the business community, including representatives 
of a number of the corporations that fund such foundations, 
have vocally castigated the public school system for serious 
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failures. They are especially outspoken about what they see 
as the inability of urban schools to prepare students to meet 
corporate workplace needs [Sit, 1991]. Many of the 
corporations and the foundations that they have established 
have taken a lead, both nationally and locally, in defining 
the goals towards which the educational system should direct 
its efforts [Leonard, 1992]. By shaping the grant programs 
designed to change these same school systems, they are 
inevitably risking their own reputations as critics of the 
educational system and may invite public scrutiny of the ways 
they are directing the future of public education [Lagemann, 
1992; Zuckoff, 1991]. 
Directors of foundations themselves take a leap of faith 
in encouraging the awarding of such grants. Their own 
judgement may be called into question if the projects they 
have strenuously sponsored are shown to demonstrate less 
promise than the grant proposal had suggested. Evaluations 
have the potential to uncover faults and assign blame, 
jeopardizing future funds and the reputation of the 
foundation and its directors within the educational and 
funding communities. 
Researchers are equally attuned to the political nature 
of funding. The federal government, once a major funder of 
research projects in education, has sharply curtailed grants 
for research in education. By custom and by regulation, 
researchers receiving such funds were held to standards 
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maintained by a peer review process and were granted autonomy 
not guaranteed in research funded by the private foundations. 
The privately funded programs researchers may be asked to 
evaluate are funded by the same foundations that receive 
their own research proposals. Researchers who develop 
independent research projects directed at analyzing such 
programs may be jeopardizing future funding for other 
projects if their research calls into question basic 
assumptions of those programs which have enjoyed the 
sponsorship of foundations [Lagemann, 1992; Leonard, 1992]. 
School systems, for their part, are reluctant to push 
for evaluations of projects sponsored by powerful corporate 
interests whose political clout is seen as crucial in a time 
of faltering public support for public schools [Levine, 
1983]. A strong presumption exists that if corporate 
interests are willing to fund a program, they must believe in 
its approach. As school budgets decline precipitously, school 
systems recognize that the public at large views any attempt 
to block an infusion of funds from well regarded corporate 
interests as obstructionist and self-defeating. In turn, 
administrators are increasingly valued according to the 
amount of money they can bring into the system from such 
sources. Administrators recognize that such programs, 
including those that funnel money to individual teachers, can 
be used in part to fund other programs for which they have 
inadequate or no funding, to provide materials and supplies 
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they could not otherwise provide, and to keep some staff on 
salary who might otherwise be laid off. 
The Nature of Grantseekino and Its Effects on Evaluation 
of Grant Competitions for Teachers. In addition, the dynamics 
of the grant funding process, with its pressure to develop 
grant proposals in response to foundation directed mandates, 
places far more value on writing winning grant proposals than 
on ensuring through rigorous evaluation studies that such 
programs have real value for the students and their teachers. 
Grant writers are therefore judged by how successful they are 
in the awarding of grants. They are often not involved with 
the implementation of the grant. An evaluation, on the other 
hand, is often directed not at those who conceived the 
program but at those who carried it out. Those who see 
themselves as prime targets of the evaluation may be 
reluctant to participate and those who developed it may view 
it as having the potential to find fault with a program that 
had heretofore provided them with status and power. 
Teachers' own experiences in being evaluated have given 
them ample proof that any criticism or self-criticism, 
however well intended, can be used to make their own 
situation more tenuous and difficult. The fact that funding 
is seen as dependent on research results, whether they are 
part of an official evaluation report or an independent 
research effort, necessarily affects what staff will tell 
researchers/evaluators, how staff will manage access, and 
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their attitude toward a person whom they see as having power 
to affect a decision vital to their interests. The politics 
of funding necessarily affects the evaluation agenda and 
results. 
In the field of private philanthropy the general lack of 
attention to evaluation by funders and participants has meant 
that when evaluations are requested, no standard set of 
questions has been drawn up as guideposts in the field. This 
is especially true in the case of donors outside of the well- 
endowed national foundation—and most of the donors of such 
programs are small, regional, family/corporate foundations. 
The relatively small amounts of money necessary to start such 
grant programs means that there are any number of ones 
starting up at any time, with little staff support to give 
them direction or provide anything other than routine fiscal 
monitoring. Many of these programs are characterized by an 
astonishing vagueness surrounding their objectives and 
direction [Leonard, 1992; Weisman, 1992]. This vagueness is 
in itself an interesting aspect of these programs which may 
contribute to their effects on individual teachers. The 
message they are receiving from groups with status within 
their own communities is that the measure of success is 
participation in the grantseeking process, regardless of the 
merits and drawbacks of the particular program and its 
effects on them, their students, and the system as a whole. 
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It is important, therefore, that any study that 
investigates the phenomenon of privately funded programs to 
individual teachers makes clear its relationship to the 
funding source itself. The study should also be designed in a 
way that allows for an examination of the impact of such 
programs on the individual teacher, not only as she 
participates or does not participate in that particular 
program, but how these programs in general affect her 
perception of herself as a teacher. The dissertation study 
builds upon but was not confined to the limitations of the 
evaluation conducted for the funder of Impact II;Boston. 
Starting from the teacher's experience within a particular 
program, it explored the assumptions held by the individual 
teacher about that experience and its relationship to school 
improvement through participating in such programs. 
Limitations 
The main limitation of this study is the fact that 
a portion of the data were collected for an evaluation 
project I conducted during 1990-91. Those data and the 
conditions under which they were collected were necessarily 
responsive to the needs of the sponsoring organization of 
that evaluation, the major funder of Impact II in Boston. 
While this fact limits their utility for the present purpose, 
when combined with additional data collection procedures 
proposed here, they form a unique and invaluable resource. 
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In this section, I will discuss how my initial role as 
evaluator influenced 
1) the kinds of questions pursued in the earlier 
evaluation study, 
2) the nature of my access to the teachers re¬ 
interviewed for this dissertation study, 
3) the methodology employed in the conduct of that 
evaluation study, 
4) the extent to which the data collected during that 
evaluation study was used in this dissertation study, 
and 
5) the way this dissertation study enrichs the data base 
acquired in the evaluation study and modifies and expands 
upon the conclusions drawn from that earlier effort. 
Focus of Evaluation Study as Defined by Funders Commissioning 
Study 
As the evaluator of Impact II in Boston, I sought to 
answer a set of questions that the Boston Globe Foundation, 
the funders of Impact II in Boston, wished answered. The 
directors of the program had become convinced, through their 
networks with nationally based corporate foundations such as 
Exxon Foundation which had started Impact II, that support 
for the individual teacher was a priority for funding and an 
effective way for them to influence schools locally and 
directly. The funders of the program wanted to know what 
evidence they could present to other potential funders to 
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convince them to join them in funding the program. In a 
sense, their primary interest in commissioning the evaluation 
was to protect the considerable funds they had invested in 
the program so far by providing proof of the program's worth 
in order to expand and stabilize its funding base, something 
the school system itself had been unable and, it appeared to 
the funders, unwilling to do. 
In terms of the evaluation, the directors of the fund 
were therefore not interested in the perspective of 
individual teachers so much as the effect of the program on 
the teaching force as a whole and by extrapolation, their 
students. Verifying the number of teachers involved and the 
types of students they taught, cataloguing the types of 
curricula developed, and reporting on the activities of the 
program in soliciting additional funding sources were the 
stated purposes of the evaluation study. 
Access to Data Granted During Evaluation Study 
In conducting the evaluation designed to answer these 
questions, I was granted access to all-evaluation forms 
developed, distributed and gathered by the grant program 
(none of which had been analyzed by the program) and copies 
of all available grant applications and reviewers' notes. I 
was invited to all the required meetings of the grant 
applicants and recipients, and to a number of the optional 
ones. I was given lists of all grant recipients since the 
inception of the grant program in 1983, from which I compiled 
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a master list and categorized the teachers according to the 
information available on those lists such as type of teacher 
(regular education, special education or bilingual; 
elementary, middle or high school; and subject matter 
taught). I briefly interviewed 30 teachers who had agreed to 
participate in the evaluation process and distributed a short 
questionnaire to each of them asking the number of years they 
had taught, the number of grants they had received through 
the program, and the names of other grant programs and 
professional development programs in which they had 
participated. (See Appendix A for a copy of the 
questionnaire.) 
Limitations of Data Gathering During Evaluation Study 
Exploring the notion of teacher as grantseeker and the 
role programs such as Impact II have on the development of 
the individual teacher was not within the parameters of the 
charge to the evaluator. The foundation did look to me to 
establish the research questions. In doing so, I was aware of 
and guided by the connection between the way I framed the 
questions for the evaluation study and the future funding of 
the project. I was also aware that the school system 
receiving the funds had no budget for the professional 
development of its teachers [Boston Public Schools Report, 
1990] and meager funds for classroom supplies and materials 
for individual teachers. 
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From the individual teachers' perspective, these funds 
were not insignificant in their impact. Teachers in that 
school system who want professional development have to apply 
for such grant funded programs—some of which are private and 
a few of which are public—or pay out of their own pockets. 
The funders, on their part, are less concerned with the 
issue of supplies to the individual classroom than they are 
interested in improving a particular school system. They have 
a system-wide perspective that drives their concerns. They 
are less interested in process than in product and final 
outcomes. Their interest is also bounded by the precise 
activities of the project. This is not to say that they are 
uninterested in the context in which the project has 
developed, but that interest is focused primarily on the 
present day culture of the system as a whole. As funders, 
they expected quantifiable results, delivered concisely and 
with little equivocation. 
Potential for Using Evaluation Study as Departure for Present 
Study 
Despite these restrictions on my role as evaluator, I 
would argue that they also enhanced the research conducted 
for this dissertation study. In fact, a great deal of social 
science research conducted in the field of education, 
particularly programs funded by government agencies, has been 
done at the request of and paid for by funders for the highly 
pragmatic and focused purpose of changing and measuring 
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existing programs or using them to plan future programs. In 
this tradition, evaluation research is viewed as a branch of 
social science research, committed to using the methods and 
approach of social science research [Rossi & Freeman, 1985]. 
This ensures that there is a strong possibility that such 
research will actually be useful to someone other than the 
researcher, especially if it is agreed that the evaluation 
will be made available to all of the participants who want 
access to it. It also ensures that those who participate in 
the research do so because they see its direct connection to 
their work. If the evaluator emphasizes a spirit of 
collaboration, there is a greater likelihood that 
participants will be more positively inclined to give the 
time and thoroughness to the project than they would to 
research they view as primarily directed to an amorphous 
research community [Goldenberg and Gallimore, 1991]. 
The modest amount of funding allocated to the evaluation 
of Impact II in Boston, along with the limitations imposed by 
the funders on the kinds of information they were seeking, 
resulted in an evaluation report that suited their needs. It 
did not concentrate on the individual teacher. It did, 
however, enrich my own understanding of the nature and 
purpose of such grant programs and helped me develop 
hypotheses about their possible effects on individual 
teachers, an aspect of the grant program cited in the 
evaluation report but not developed extensively. 
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My experience as evaluator of the program also guided me 
in my selection of the sample of teachers I chose to 
interview, using the methodology of purposeful sampling. The 
demographic profile of teachers I developed through project 
records highlighted those categories of teachers who are 
attracted to the program and those who are not. Short 
interviews with administrators, principals and teachers and 
discussions with funders provided further information as to 
why this program and similar ones attract some teachers far 
more strongly than others. However, without intensive 
interviewing with the active participants in such programs, 
the information gathered during the evaluation report 
provided only tantalizing clues about the effects of 
grantseeking in general on individual teachers. 
In contrast, this dissertation study focused on the 
perspectives of individual teachers, seeking to draw out and 
analyze their subjective experiences. The set of questions I 
asked the more limited number of teachers interviewed for the 
dissertation study built upon but greatly expanded upon those 
questions they, along with a greater number of teachers, were 
asked in the original evaluation study. Rather than confining 
my questions solely to their experience in the program, I 
asked the teachers to comment upon the experience of being a 
grantseeker, and how that has shaped their evolving roles as 
teachers. 
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Based on my belief that the experiences and perceptions 
of individual teachers are shaped by and in turn shape a 
collective historical, social and psychological culture of 
teaching, I asked teachers questions about their family 
backgrounds and previous educational and work histories and 
how they think the background they bring to these programs 
affects their participation or lack of participation in it. 
The dissertation study therefore expands upon the issues and 
concerns raised in the original evaluation report that was 
focused on teachers' experiences in specific activities 
sponsored by the grant program to include the impact of 
grantseeking as a whole and how it has shaped their changing 
roles as teachers. 
Delimitations 
Delimitation of Number of People Interviewed and the 
Representativeness of Their Perspectives 
The primary data gathering method I used in the 
dissertation study was return interviews with a purposefully 
selected group of 12 BPS teachers whom I had interviewed in 
the earlier evaluation study and with six teachers—two of 
whom teach in Boston, three in suburban districts and one in 
a rural district—who participated in a similar, state-wide 
grant-funded program. The intensity of the interview process 
and the limitations in terms of scale it imposed on myself as 
the single researcher determined the number of teachers that 
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could reasonably be expected to be included in the 
dissertation study. The purposefully selected group of 
teachers chosen as teacher interviewees reflected the 
diversity of experiences and backgrounds of teachers working 
in the school system who have participated in the grant 
program which was the focus of the study, but its small 
number precludes making generalizations about the experiences 
of all such teachers, let alone all teachers who received any 
grants in the program, grant-seeking teachers in general, or 
teachers working in this particular school system or other 
urban school systems. Instead, the study is intended to raise 
questions and open lines of inquiry that will hopefully prove 
fruitful for more expansive research studies on a similar 
topic. 
This study was also delimited by the criteria for 
selection of teachers to be interviewed. The teachers whom I 
re-interviewed after the initial set of interviews I 
conducted with 30 teachers as a part of the evaluation study 
included teachers who were working in schools 1) which have 
received substantial grants either on a school wide basis or 
in which many teachers have received substantial grants as 
individuals and 2) those schools which have received 
relatively few school-wide grants and in which few teachers 
have competed for substantial grants (those above $300) 
available to individual teachers. In this way, questions 
about the motivation of teachers who work in schools which 
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have raised substantial funds to be allocated to teachers for 
special projects was compared with teachers whose schools do 
not provide them with such opportunities and where a culture 
of grantseeking has not developed among the staff in general 
or within the administration. 
Demographic Portrait of Teachers Interviewed. The 
purposefully selected group of BPS teachers included four 
African American teachers, one Latina teacher and nine white 
teachers, matching the racial/ethnic percentages of 
categories of teachers employed by the Boston public schools. 
The number of high school teachers who were included in the 
group of BPS of teachers interviewed in the dissertation 
study was limited to two, as the number of high school 
teachers participating in the grant funded program was small 
relative to their percentage within the school system as a 
whole. 
Delimitation of Teachers According to Native Language. 
The purposefully selected group of the 12 BPS teachers active 
in Impact II whom I re-interviewed included one bilingual 
teacher whose native language is Spanish, selected from among 
the four bilingual teachers whose native language is Spanish 
I interviewed for the evaluation study conducted for Impact 
II. This underrepresents both the bilingual teachers whose 
native language is other than English and bilingual teachers 
whose native language is English in terms of their proportion 
within the teaching staff of the Boston public schools. 
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As reported by the bilingual teachers I interviewed for 
the Impact II study, few teachers designated as bilingual are 
in fact completely fluent in English and the language of the 
students in their bilingual classrooms. They stressed the 
importance, based on their own perception, that many of those 
whose native language is Spanish are far stronger in Spanish 
than in English while the bilingual teachers whose native 
language is English are far more fluent in their native 
language than in Spanish. Programs such as Impact II require 
participants to write their applications in English and 
conduct all of their activities in English only. As a result, 
the percentage of bilingual teachers who are native speakers 
of a language other than English who participated in the 
grant project was small relative to their percentage in the 
school system as a whole. 
In addition, my inability to speak Spanish, the language 
spoken by the majority of bilingual teachers who are native 
speakers of a language other than English, means that the 
quality of the interviews I conducted with them as part of 
the Impact II evaluation study was significantly diminished 
because of the inability of these bilingual teachers to use 
their native language in speaking to me. 
Experiences in other evaluation projects have led me to 
conclude that while such interviews are important to include, 
they are best done by a native speaker of the language of the 
teacher in order to insure that the speaker is at ease and is 
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able to express herself in her most articulate manner. I 
therefore chose to re-interview one teacher who is a native 
speaker of Spanish and is fluent in both languages, having 
spent the majority of her high school years in the United 
States, attending English only schools. Her education and 
life experience, as reported to me in the first set of 
interviews I conducted for Impact II by teachers whose native 
language is not English, is significantly different from the 
majority of bilingual teachers working in Boston public 
schools. In addition, no more than two to three teachers 
whose native language is neither Spanish nor English have 
participated in Impact II and none were selected to 
participate in the state-wide program for exemplary teachers. 
In focusing this study on the experiences of those teachers 
who are active as grantseekers, I can only raise questions as 
to the significance of grantseeking on the many groups of 
teachers, including speakers whose native language is other 
than English, who do not participate in the grantseeking 
process. 
Interest of Researcher in Topic of Dissertation Study 
Role of Teaching Within Researcher"s Life 
This dissertation study brings together a number of 
concerns that have been central to my working life. I was 
groomed by family background, social class and gender role 
socialization to be an elementary school classroom teacher. 
My mother was a first generation, native English speaker. 
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university educated elementary school teacher. Her mother, 
born in the United States, the only child of the four in her 
family who was born in this country, and her father who 
arrived her at the age of 14, viewed teaching as the ultimate 
career for a woman. My mother gave me teachers' guides to 
read when I was in second grade. Being anything other than a 
school teacher never entered my mind. 
I was an elementary and middle school teacher for ten 
years teaching in urban and suburban schools until I was laid 
off in 1979 in the first wave of school closings and taxpayer 
revolts. The trauma of the impending layoff had focused my 
attention on the media's explanation for my dissatisfaction 
and anxiety. Numerous newspaper articles and magazine 
articles in the popular press told me I had burned out, that 
I should be grateful for having been laid off and that a 
world of higher status was "out there" for middle class women 
such as myself. 
I was not satisfied with that explanation nor that 
career path. I sensed it contained a covertly negative, 
gendered and class-biased view of teachers and students, 
concentrating on the individual teachers' and students' 
faults and dilemmas in order to deflect attention away from 
the way the issues facing the individual women teacher and 
her students in the classroom were connected to and in turn 
influenced by the changing world outside the classroom. 
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Development of Previous Research Project Focusing on the Role 
of Teachers 
For the next four years (1979-1983), I recruited a group 
of women teachers with whom I had formed a teachers' support 
group to develop and implement a research project 
investigating the structure of schools and its relationship 
to teachers' dissatisfaction or sense of renewal. We were 
particularly concerned with understanding how the structure 
of the school, rather than the personality or background of 
the individual teacher, affected a diverse group of teachers 
teaching in a wide range of settings and coming from 
different racial, ethnic and class backgrounds. Having been 
laid off, I sought a way to support my own work and that of 
the group on this project. I discovered the world of proposal 
writing and foundations. 
The project successfully competed for a federal research 
grant from the now defunct National Institute of Education. 
In the grant application submitted to that agency, we wrote; 
We believe that that work situation of elementary 
school teachers intrinsically creates a culture whose 
aspects are overwhelmingly shared by all the teachers 
at this level, no matter what their present teaching 
situation nor what background they have brought to 
teaching. The superstars and the weary, the 
inquisitive and the smug—we all make up the image of 
the elementary school teacher. Every one of us shares 
basic concerns and problems and it is these common 
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issues we are addressing [Freedman, Jackson and Boles, 
1982, p.57]. 
We held this belief at the start of our research because 
we knew so little about other teachers' career histories or 
school settings. Perhaps this ability to lump all teaching 
situations together, viewing every elementary school as a 
common setting, also stemmed from the uniformity of our own 
backgrounds. All of us in the teacher support group were 
graduates of liberal arts universities and came from white 
middle-class homes. Few of us had taught for extended 
periods of time in inner-city schools. We were upset, we saw 
and read that other people were upset, and we assumed that 
the causes of tensions among teachers were shared by all even 
if they were unaware, unconscious, or unwilling to admit to 
them. We were quite unaware that precisely because teachers 
did not feel they shared similar concerns that they 
frequently seemed tense around their fellow teachers. We did 
not realize that teachers at opposite ends of the corridor, 
or in two different school systems, were questioning their 
expertise because each seemed so different from the others. 
In the course of the research we conducted, we came to 
recognize that a major source of tension among teachers is 
precisely the fact that all teachers do not work in similar 
settings, nor, even within those settings are they always 
asked to teach the same sorts of skills, nor are they and 
their students judged by the same sets of standards. 
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The grant report, based on the 235 hours of repeat 
return interviews we conducted with 25 women elementary 
school teachers, was duly written and has been widely 
anthologized [Freedman, Jackson and Boles, 1982; Freedman, 
Jackson and Boles, 1983; Freedman, Jackson and Boles, 1988]. 
It is generally used as a way of helping teachers recognize 
the commonalities among women teachers in particular and as a 
means of encouraging those teachers to seek common ground and 
empower themselves as teachers capable of developing 
curriculum and working through educational goals and policies 
for the schools in which they teach. 
What has not been anthologized from the original grant 
report has been the section that began, in a very tenative 
way, to address the differences among teachers, especially 
the way class and racial differences among teachers and the 
students they teach affect the way teachers teach and how 
they feel about their teaching. I sought a way to explore 
further why such issues are not more widely discussed among 
teachers nor developed in materials prepared for teachers. 
Interest of Researcher in Proposal Development and 
Grantseekinq 
Through the experience I gained writing proposals 
submitted to the National Institute of Education grant and 
other grant competitions in pursuit of research and 
dissemination funds for the teachers' group project, I found 
a job teaching proposal development and funding strategies 
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for non-profit and public agencies. I taught this course for 
six years (1986-1992) in the department of community planning 
at the College of Public and Community Service, part of the 
University of Massachusetts in Boston. I learned much about 
the world of fundraising and grantseeking during a time when 
competition for funds among private foundations was fierce 
and strategies for seeking such funds had grown increasingly 
sophisticated and market-oriented. As someone who had stopped 
classroom teaching over ten years ago, I had little knowledge 
of how the world of grants had entered the life of today's 
teachers. The knowledge I had gained in the area of 
grantseeking outside of public school classrooms led me to 
see the area of teachers as grantseekers as an important one 
to investigate. 
Experience as Evaluator of Educational Programs 
During the period I taught in the university, I was 
asked to evaluate a number of grantfunded educational 
projects in public schools and in the field of community- 
based adult literacy. In 1989, I was working on an evaluation 
study of a professional development program centered in a 
Boston elementary school and on another evaluation study of a 
technical assistance agency serving a wide network of adult 
literacy/ESL programs in Boston. Having spent many hours 
teaching in elementary schools and talking with other 
teachers, I was struck by the profound difference between the 
way the public school elementary teachers discussed their 
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work and the issues facing them and their pupils and the way 
those working in the community based adult literacy programs 
talked. 
These were two very distinct cultures, one serving 
children and the other serving the children's parents. The 
teachers in the elementary school spoke almost exclusively in 
terms of their individual classrooms or their individual 
schools. That is not to say that they were silent about the 
effects of layoffs, court orders, decreased funding, and 
their perception of a general social breakdown of the 
communities in which they taught. They did, but they 
concentrated on how these issues affected them as 
individuals, their students as individuals, their fellow 
teachers as individuals. 
Moreover, they had little opportunity and even less 
support for openly talking about such issues with each other 
in ways other than those that focused on individual blame or 
glorification. Conflicts between teachers and administrators 
and among teachers abounded, but were rarely discussed 
openly. In the curriculum area, many teachers worked hard on 
introducing new techniques and strategies, but the university 
staff working with them on the professional development model 
discouraged them from introducing, let alone debating, any 
conceptual, intellectual or social background that would 
connect or help explain the discrete curriculum changes they 
were seeking to introduce. I became intrigued by the taboos 
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that are part of the school culture of this school system, 
how they affect what teachers teach, how teachers discuss 
their teaching with others, and how they judge their success 
as teachers- I was also aware of how difficult it is to 
broach certain topics with teachers working in this 
particular urban school system even on a seemingly neutral 
basis in a culture that assiduously avoids them. 
I wondered how much could be expected in terms of 
curriculum innovation within individual classrooms in such a 
setting, given the strong messages that teachers are not to 
bring up such issues as racism, sexism, challenges to 
tracking and power differences outside of those classrooms. 
This was coupled with a growing interest of mine in analyzing 
the current movement to professionalize teaching, as I had 
been asked to write on this issue from the perspective of 
scxneone ^o had written a critique of burnout [Freedman, 
1990]. S<XDe have seen the professionalization of the 
teacher's role as an antidote to burnout and/or stagnation 
[Carnegie Forum on Education and the Economy, 1986; Sykes, 
1983]- By examining a specific program that consciously sets 
out to place teachers in the role of change agents in the 
area of curriculum through a con^titive grant seeking 
process, I have been able to see how a new model to 
professionalize teaching through the grantseeking process 
shapes and is in turn shaped by participating teachers. 
47 
CHAPTER 2 
SETTING THE QUESTION; LITERATURE REVIEW 
The main topics of literature reviewed in the study, 
based on their contribution to the questions to be raised in 
the study, are those that shed light on 1) the history of 
recent educational reform efforts, especially those that 
concentrate on the selection, recruitment, training and re¬ 
training of individual teachers and 2) the ideologies which 
support such efforts. The literature review presented in this 
dissertation includes a discussion of the evolving belief in 
the centrality of individual teachers to effect positive 
change in schools and the means by which they are encouraged 
to do so, the origins of that belief within education and the 
broader field of workplace organization, and the role private 
corporations and foundations have played in the development 
and implementation of the concept. 
The Schoolinq/Workplace Connection 
In the past decade, several highly publicized national 
reports identified the teaching work force as a major reason 
for school failure, with the evidence of high drop out rates 
and low test scores in the basic skill areas marshalled to 
document teacher incompetence. [National Commission on 
Excellence in Education, 1983; Task Force on Education for 
Economic Growth, 1983; Twentieth Century Fund Task Force on 
Federal Elementary and Secondary Education Policy, 1983]. 
Adding to the seriousness of the charge, these reports. 
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largely financed and/or chaired by prominent representatives 
of America's major industries, maintained that the failure of 
teachers to educate was a major cause of the economic decline 
and stagnation America was experiencing at the end of the 
1970s. Teachers as a group, and most especially those working 
in urban schools, were categorized in the discussion of these 
reports as unable or unwilling to confront these problems, 
either due to personal limitations shared by those attracted 
to teaching or as a consequence of structural barriers 
erected by schools and society at large which prevented their 
developing and implementing programs leading to a better 
educated student body, a more productive workforce, and a 
strengthened national economy. 
Surprisingly, a few years after these reports were 
issued many of the reformers and interest groups who had 
either collaborated on or supported the reports' conclusions 
had joined together to encourage the introduction of large- 
scale programs such as school based management, teacher 
mentoring, and teacher-to-teacher curriculum development. 
Reformers developing such programs have not given up the 
belief that the present teaching workforce is inadequate to 
its proper task, and most do not argue that the definition of 
that task is to prepare a workforce that can regain America's 
preeminent economic role. Many, however, oppose the increase 
in top down, test oriented and rationalized approaches 
initiated in state legislatures in response to or preceding 
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the national reports, believing these measures 
counterproductive to addressing the problem of teacher 
inadequacy and not coincidentally, restricting the roles 
teacher educators and administrators could play in school 
reform. 
Each group of reformers, however, defines the proper 
task of teachers and the inadequacy of teachers to achieve 
that task in somewhat different ways, emphasizing different 
root causes for the inadequacy demanding different solutions 
to their definition of the problem. In analyzing the goals 
and accomplishments of the grant program to be studied in 
this dissertation, I have examined the extent to which that 
program was designed to reflect one or more of these 
approaches, and the extent to which the intended and 
unintended consequences of its implementation—as described 
and discussed by participating teachers—reflect various 
theories and their models for teacher development. 
The Categorization of Teacher Inadequacy 
The discussion of teacher inadequacy is characterized, 
to a great extent, by a focus on categorizing teachers 
according to specific social categories—sex, race, class, 
and age cohort—that are used to explain and define how the 
teachers teach, especially their deficiencies in the area of 
curriculum development and implementation. Payne [1984] 
classifies these as "'attribute theories,' where the 
explanations take as their independent variables (that is. 
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their causes) some internalized characteristic of the Have- 
Nots." Thus, many researchers emphasize the working class 
origin of teachers while others point out the fact that most 
teachers, especially on the elementary school level, are 
women. Some note the fact that most teachers are white, and 
most especially that most teachers who teach children of 
color, now the majority of students in most urban public 
school systems, are white. More recently, the aging teacher 
workforce has been a focus of concern. In many discussions, 
one of these categories is isolated as the crucial 
determinant of how a teacher teaches. These discussions also 
tend to categorize teachers in the aggregate, outside of a 
particular milieu, and with limited attention to the changing 
historical context in which they have taught. 
Intrinsically a static view of human development, such a 
perspective removes the context of a person's evolving 
experience—the administrative structure of their present and 
past schools, the opportunities and barriers facing their 
present and former students, the demands and values of the 
community in which they teach and the degree to which they 
reflect those of powerful groups within society, the match 
between their own backgrounds and others working in the 
schools—from a consideration of why and how they teach and 
the way they evaluate their teaching. "These theories, which 
I call denial theories, treat the top and the bottom of the 
social order as separate spheres, each floating along quite 
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independently of the other" [Payne, 1984]. Instead, they 
emphasize changing the individual—preferably by selecting 
the right kind of individuals or in lieu of that, by 
encouraging the individuals already present in the work force 
to adhere to their conception of a preferred orientation 
toward teaching and learning. 
The Problem with Teachers; Too Many Are Women from Working- 
Class/Lower Middle Class Backgrounds 
One reason given for teacher inadequacy characterizes 
teachers as ill-prepared by virtue of their cultural 
backgrounds to be reflective and intellectual, attributes 
cited as essential to a good teacher. Lanier and Little 
[1984] and Kennedy [1991] highlight the fact that not only 
are most teachers women who come from working class or lower 
middle class backgrounds, but so are their teacher educators. 
According to this conception, such cultural backgrounds 
discourage the positively identified attributes of reflection 
and intellectuality, associated by proponents of this 
explanation as the work orientation of academics and other 
professionals. 
The authors further maintain that the working 
class/lower middle class schools attended by these teachers 
reinforce the negative traits inculcated by the teachers' 
families. That is, working class/lower middle class schooling 
reinforces or positively encourages the "authoritarian 
conservatism and other-directedness" [Lanier and Little, 
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1984, p.533] of these teachers' families, thus removing some 
of the onus from the individual working class or lower middle 
class family to that of the school whose student population 
is predominately from such families. The possible role of 
gender socialization is not mentioned by these authors, but 
the fact that they specifically mention the fact that most 
teachers who come from working class or lower middle class 
backgrounds are women implicitly suggests that they see 
gender norms which they ascribe to working class and lower 
middle class families as influencing the development of 
teachers' conservative orientation. The strong impression is 
created that the combined influence of the home and the 
school so strongly instills the negative traits the authors 
enumerate that individuals, either the teachers themselves or 
others who wish to change the orientation of those individual 
teachers, face a virtually impossible task. 
Another variant of this theory has emphasized that 
prospective teachers have low SAT or NTE scores in comparison 
with other college students [Weaver, 1979], thus contributing 
to the diminished image and performance of teachers as a 
whole. Although no explicit link other than a correlational 
one is made between class, gender and the low test scores, 
those who point out low test scores among prospective 
teachers as a mark of teacher incompetency also note the 
relative loss of middle class women entering teaching 
suggesting that class, race and gender are linked in the 
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minds of the researchers to the intellectual capability of 
teachers. Sykes [1983], Kerr [1983] and Foster [1992] note 
that such tests have historically served to exclude blacks 
and other people of color. Sykes and Kerr suggest providing 
training and support that would acculturate and remediate 
these groups so that they would better match, rather than 
challenge, the standards and goals set by the majority 
culture and the criteria used to evaluate them. 
The Problem with Teachers; They Are Not True Professionals 
Although working class and lower middle class teachers, 
according to the above discussion, have clearly dominated the 
ranks of the teaching workforce since the late nineteenth 
century, teaching has always attracted some recruits from the 
middle and upper middle class, the overwhelming percentage of 
whom, as from the working class, have been women. A number of 
reports [Carnegie Forum on Education and the Economy, 1986; 
The Holmes Group, Inc., 1986] are especially concerned that 
the college educated women who had entered teaching in 
previous generations—either through a forced choice or out 
of a sex role socialization which accepted the culturally 
sanctioned role of teacher/nurturer—are no longer attracted 
to teaching, thus reducing the ranks of upper middle class 
teachers to a possible all time low, presumably increasing 
the numbers and percentages of teachers with low test scores, 
allegiance to their home neighborhoods, and lack of exposure 
to important and powerful social groups. The two most 
o 
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influential of these reports are A Nation Prepared, funded 
and written in 1986 by the Carnegie Forum on Education and 
the Economy, and Tomorrow's Teachers [1986], developed in the 
same year under the auspices of The Holmes Group, a 
collaboration of major research universities. 
These two reports carry on the discussion begun in A 
Nation at Risk [National Commission on Excellence in 
Education, 1983], published three years earlier. They 
confirmed the analysis offered in A Nation at Risk which 
linked the eclipse of America as the dominant economic power 
world wide to the nation's educational system, stressing the 
premier role for education in creating and sustaining a 
strong national economy, with presumed benefit 
to the general welfare. These reports also endorsed the 
general perspective of the earlier reports concerning the 
kinds of changes needed to be made in education, particularly 
in teacher selection, teacher preparation, and teacher 
development in order to gain back America's former premier 
position. 
In order to woo back upper middle class white women into 
teaching and possibly counter their replacement by working 
class women or minority candidates, reports such as those 
issued by the Holmes Group and the Carnegie Forum consciously 
use terms and models based on professionals with impeccable 
claims to being professions. The report of the Holmes Group 
Tomorrow's Teachers [1986] most precisely articulates the 
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idealized type of professionalism into which teaching—or at 
least the work of some teachers—would seemingly be 
transformed as a result of the current reforms. The report 
explicitly uses the medical model—the doctor, not the nurse— 
as a guide to its reforms for teaching, and its adoption by 
education as a solution to increasing the numbers of teachers 
as well as their prestige. New teachers are called "interns," 
more experienced teachers are referred to as "residents," and 
the schools in which they begin their careers and/or receive 
their training are called "research institutions." The report 
proposes a three-tiered system of teachers with vastly 
different levels of responsibility, salaries, and job 
security for each level. The higher up in the hierachy the 
teacher is, these reports suggest, the more valid is her 
claim to being a true professional. 
Declaring teaching to be a profession has a long and 
honorable tradition within the history of propaganda used to 
entice prospective middle class women teachers into the 
field. Catherine Beecher was the most famous of the early 
advocates of turning teaching into a profession. She labelled 
teaching "woman's true profession," [Beecher, 1842] thereby 
creating a special kind of profession based on biological 
claims as well as class position. Educated middle class 
women, she urged, were the natural choice as teachers. 
Teaching is a profession, offering influence, 
respectability and independence...To enlighten the 
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understanding and to gain affections is a teacher's 
business....[since] the mind is to be guided 
chiefly by means of the affections, is not woman 
best fitted to accomplish these important objects?" 
[Beecher, 1845, p.l3 ] 
Beecher never specified the race of these women, but the 
very fact that she was appealing to middle class women would 
have precluded the great majority of women of color from 
being considered. Beecher would not have had to make such a 
distinction clear to her audience. White children went to 
school almost exclusively with other white children. Black 
children, living either in the free states or the slave 
states, were excluded from almost all publicly supported or 
privately endowed schools and had little access to the 
education that would have prepared large numbers of them to 
be teachers [Anderson, 1988]. Educated black women had few 
professional choices available to them outside of teaching. 
Many were teaching black children and viewed themselves as 
professionals, but the economic precariousness of their 
position, their self-conscious view of teaching as a 
political act, and their ties to specific communities did not 
fit the definition of professional that Beecher and others 
were claiming for white middle class women. [Etter-Lewis, 
1993; Giddings, 1984]. 
The continuing power and attraction of the ideological 
constructs of what is defined as professionalism can be seen 
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when we contrast a more modern, and universally accepted 
definition of a profession with Beecher's nineteenth century, 
specifically woman-only definition. Etzioni's 1969 study. The 
Semi-Professions and Their Organization, defines 
traditionally middle class women's jobs by what they are not, 
"the" professions, or those jobs traditionally held by many 
middle class men. 
Their training is shorter, their status is less 
legitimated, their right to privileged communication 
less established, there is less of a specialized body 
of knowledge, and they have less autonomy from 
supervision or societal control than "the" professions 
[Etzioni, 1969, p.v ]. 
As Etzioni makes clear, "the basis of professional 
authority is knowledge, and the relationship between 
administrative and professional authority is largely affected 
by the amount and kind of knowledge the professional has" 
[p.v]. Knowledge is defined here in a particular way. It is 
seen as universalist, objective, scientifically verifiable— 
the antithesis of the sentimental, contextual model of 
Beecher's that married heart and mind into a thinking, 
compas sionate creature. 
Interestingly, in light of present day lamentations of 
teaching not being considered a profession, resulting in poor 
teaching and a lack of middle class applicants, Etzioni did 
not believe that defining teaching as a "semi-profession" 
indicated inferior teaching or the miseducation of students. 
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In fact, Etzioni boldly declared that it would be a mistake, 
and ultimately prove futile, to attempt to remake the semi¬ 
professions into "real" professions. 
They are semi-professionals; a public relations man 
may devise a better label..The main point is that 
membership must realize that there is a distinct 
middle ground from which these groupings neither 
can nor need to break out. They may seek to promote 
a society in which status differences matter less 
in terms of income, prestige, and other rewards; 
but even in the best of all worlds there will still 
be differences resulting from the division of labor 
between those with no professional knowledge, those 
with highly specialized knowledge, and those who 
are in between [Etzioni, 1969, p.vii]. 
Researchers on the role of teachers in school have been 
arguing for some time that the reason teachers are subjected 
to such intrusion from others outside their domain is the 
lack of a shared body of knowledge within the teaching 
profession. Lortie, the author of Schoolteacher [1975] is 
clearly working in the same tradition as Etzioni in 
emphasizing this point. His book has become an established 
reference for understanding the mentality of teachers as well 
as the organizational structures in which they work. Unlike 
Etzioni, Lortie encourages teachers to change their workplace 
culture and the composition of the workforce to be more 
professional while acknowledging the barriers intrinsic to 
the field that discourage such a change. Lortie maintains 
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that one of the main differences between teaching and other 
professions is the lack of a shared body knowledge within the 
teaching profession. "They do not claim to be common 
partakers in a shared body of specialized knowledge or common 
contributors to the 'state of the art' [Lortie, 1975, p.80]." 
Lortie, echoing Etzioni, defines knowledge as "arcane 
knowledge on matters of vital public concern" [Lortie, 1975, 
p.81]. This knowledge, he states, is based on "commonly held, 
empirically derived, and rigorously grounded practices and 
principles of pedagogy" [Lortie, 1985, p.79]. He sees 
teachers as opposing attempts to introduce such knowledge, 
citing reasons similar to those given By Lanier and Little to 
explain the inadequacies of working class teachers. 
The image projected [by teachers] is more 
individualistic...It is not what "we, the 
colleagues" know and share which is paramount, but 
rather what I have learned through experience....We 
note that individualistic socialization supports 
the conservatism we observed in the record of the 
occupation and its recruitment system [Lortie, 
1975, p.79]. 
Lortie links teacher resistance to accepting rules from 
above, abstracted from the particularities of classroom life, 
to the fact that the great majority of teachers are women who 
lack an orientation to the future and who insist on grounding 
practice on contextualized knowledge rather than abstract and 
universalized conceptions of proper teaching. As antidotes to 
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the conservatism he sees in teachers, Lortie suggests that 
teachers need to convince others that they are a 
"professionalizing" occupation. One way of doing that is by 
developing "arcane knowledge" specific to teaching, and 
insuring that it will be used by carefully screening 
aspirants to teaching through the use of "psychological 
testing" which "should make it possible to distinguish 
between applicants who are wedded to the past and those who 
can revise ideas and practice in the light of ideas." 
Shulman [1986] and others have accepted the challenge 
posed by Lortie and have worked on defining, codifying, and 
transmitting such knowledge. 
The knowledge bases regarding the characteristics 
of effective schooling practices have increased 
dramatically during the past decade. We are 
considerably more sanguine about the relation of 
certain specific teaching behaviors to pupil 
outcomes. The school culture has received rigorous 
research attention and the result has been the 
specification of certain institutional regularities 
that are associated with school effectiveness 
[Griffin, 1983, p.2]. 
In this conception, getting teachers to accept the 
notion of a defined knowledge base and use it effectively are 
now seen as the major challenges to the professionalization 
of teaching, hence the concern for recruiting into teaching 
those who are most likely to accept the validity of the 
knowledge base developed by teacher educators or under their 
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tutelage. Recently, however, the claim of professionalism has 
come under attack both by those who question the definition 
of the knowledge base as outlined by Lortie and Etzioni and 
by those who view the arguments around the knowledge base as 
deflecting attention from the real role of the professions in 
maintaining a power elite. 
Some critics acknowledge the importance of reflection 
and intellectuality in defining professionals, but recognize 
that agreeing on the proper knowledge base for teaching and 
in the development and evaluation of curriculum must be seen 
as part of a struggle for power and control among different 
groups within society of whose knowledge is defined as 
important [Apple, 1990]. Pagano [1987], in her review of 
Goodlad’s A Place Called School, calls into question the 
search for an articulated and agreed upon knowledge base for 
teaching without critically reviewing the purpose of 
schooling. 
The problem is that we are not agreed upon either 
the nature or function of education, nor are we 
agreed upon what works. The problem is that even 
were we able to acknowledge irrefutable empirical 
status for any set of findings, we would be unable 
still to resolve fundamental disagreements. For 
resolution of our disagreements cannot be simply a 
matter of empirical demonstration. Our 
disagreements are, at bottom, moral disagreements 
[p.llO]. 
62 
Pagano suggests that any attempts to evaluate how 
teachers are teaching without attending to, and critically 
examining the purpose of schooling is to ignore the central 
questions facing education. Moreover, not implicitly 
discussing the purpose of schooling, she suggests, assumes 
compliance with, and gives tacit support to, the view 
established in the reform reports that the major purpose of 
education is to bolster the economic position of the United 
States, as defined by the business interests that have 
initiated and supported the reform movement. 
What Goodlad does ...is give the impression that 
there has been substantial agreement regarding the 
nature of purposes of education, but this can 
scarcely be the case. The history of education and 
schooling is ineluctably part of the history of 
modernity, and the history of modernity is a 
history of conflict regarding the issues of culture 
and consciousness fundamental to the educational 
enterprise [Pagano, 1987, p.115]. 
Other critics of professionalism, not surprisingly many 
of whom are feminist and/or minority historians and 
sociologists, see the attention paid to establishing and 
disseminating a knowledge base for teaching as a red herring, 
one that gives little guidance to those historically less 
privileged groups within society who, in small numbers, do 
gain access to the professions. An important critique of this 
view of the professions has emerged in the last few years. 
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Foster [1992] critiques the current search for a 
knowledge base by noting how, in studies of effective 
teaching, the unarticulated conflation of "the good teacher" 
with white silences the voice of teachers of color. 
'Wisdom of practice' studies and other studies of 
teacher thinking have generally ignored the 
experiences of teachers of color, particularly 
those who teach African-American students [p.l77]. 
Melosh [1982], in The Physician^s Hand, a study of 
nursing states: 
Countering the consensus model's suggestion that 
professionals enjoy high social status because they 
do prestigious work, revisionists have asserted 
that professional work is prestigious partly 
because it is done by members of dominant social 
elites. This interpretation recasts the 
significance of professions, suggesting that the 
professions are not just special organizations of 
work but rather particular expressions of vehicles 
of dominant class and culture [p.l9]. 
Such critics argue that embracing professionalism will 
not grant teachers higher status or increased control as long 
as they are drawn from groups whose position in a 
hierarchical society is not already among the elite, nor will 
it serve those populations that urban teachers teach—the 
poor, many of whom are students of color. 
64 
The Problem with Teachers; They Face Conflicting Demands and 
Role Confusion 
Another reason given for teacher inadequacy locates the 
failure of schools, in part, in the fact that teachers are 
asked to do too many things, and are pulled in too many 
directions—especially outside the classroom—without the 
support and guidance needed to accomplish all these sometimes 
contradictory tasks, and without the respect they deserve 
when they do a good job, by the normative quantitative 
standards of rising test scores, low dropout rates, and the 
qualitative standards of quiet, well-ordered classrooms. 
In contrast, however, to Tomorrow's Teachers [Holmes 
Group, Inc.,1986] and A Nation Prepared [The Carnegie Forum 
on Education and the Economy, 1986], this perspective, 
popular in books written for the general public [Kidder, 
1989], finds the reflection and intellectualism of academics, 
if not all professionals, inappropriate to the proper role of 
the teacher, which is seen as more properly that of a 
combination technician and caretaker than as the originator 
of curriculum theory, policy and practice. Such an approach 
is less concerned with modeling teaching along the lines of 
the traditional male-centered professions than of increasing 
the respect and support for the traditional work 
of teachers. 
Articles in newspapers and journals that document the 
work of a particular "good" teacher often praise her for her 
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role as supporter and guide to pupils, with sharp rebukes 
directed at the teaching workforce in general who cannot meet 
such standards. This perspective acknowledges the super human 
effort required to do the job well under less than ideal 
conditions. There is little serious attempt to change the 
conditions of the teacher to make such superhuman efforts 
unnecessary. 
Moreover, this approach can easily trivialize the 
emotional complexity of teachers' work by making it appear 
instinctive and "natural" to a good teacher, especially a 
"good" female teacher [Grumet,1988; Clifford, 1987]. The 
tendency to see "good" teachers as good because of something 
inherent in their personalities and/or socialization as women 
that allows them to effectively empathize and intervene with 
students creates a false distinction between affect and 
intellect. It does not explore the complex relationship 
between students' sense of self and their progress in 
academic subjects and sees the two as distinct and different. 
This approach is thus a mirror image to the emphasis on 
teacher as a "true" professional with its concentration on 
developing the teacher as intellectual and the student as 
critical thinker with little or no attention given to the 
strong pull of emotionality and feeling that are part of the 
teacher/student relationship. 
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The Problem with Teachers; They Work in an Oppressive, 
Bureaucratic Environment 
Another perspective sees teachers as victims of an 
oppressive top-down management mentality and structure common 
to the majority of schools which demands control and dictates 
conformity to both teachers and students [McNeil, 1986; 
Payne, 1984; Wise, 1979]. This approach does not address the 
issue of the cultural background of teachers, concentrating 
more on the actual experiences of teachers once they begin 
working in a particular school, although this point of view 
is often accompanied by a call for professionalization of the 
teacher's role. 
Some adherents document the trivialization and lack of 
focus of the curriculum presented to students on all levels 
[Bolin, 1989]. Some identify the problem in the teachers' 
need to establish control over their students, especially in 
the lower tracks or in urban schools, through defusing or 
deleting topics or teaching strategies that encourage 
controversy or critical thinking. Such "bracketing" is 
labeled a defensive device used to mitigate the control they 
experience from above [McNeil, 1986]. 
Others, most importantly the effective schools movement, 
see a lack of clarity and direction in schools [Edmonds, 
1984]. The work in schools based on this approach does not 
concentrate on improving the backgrounds students and 
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teachers bring to school as much as seeing the school site 
itself as the place where such improvements can take place. 
Adherents of school based management and similar 
approaches have begun to suggest remedies that emphasize 
building a supportive structure for teachers that would draw 
in a group of teachers to work in selected areas of school 
governance and curriculum reform within their respective 
schools, classrooms and newly created clusters [Lieberman and 
Miller, 1986]. It is now recognized that the fiscal 
constraints of today preclude an infusion of large numbers of 
new teachers educated under a "professional" model of 
teaching. Changes in the schools will, of necessity, have to 
be carried out by the work force presently teaching in the 
schools. Moreover, if schools are ever to recruit new 
candidates into teaching who more closely fit the 
professional model, schools will have to offer them some of 
the prerogatives and rewards accorded professionals. 
As the impetus for the national reports was driven by 
concerns for increasing America's productivity in the private 
sector, so too are the models for team building drawn from 
recent developments in the industrial sector. Reformers see 
these new models as important means for upgrading the skills 
of teachers as well as providing a conducive atmosphere for 
recruiting the preferred, professionally oriented college 
graduates into teaching. Some reformers accompany this new 
type of governance, popularly known as school-based 
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management, with the introduction of further levels of 
differentiation among teachers, adding new managerial roles 
for a select group of teachers to serve on school site 
councils and to be responsible for the professional 
development of other teachers [Carnegie Forum on Education 
and the Economy, 1986; Holmes Group, Inc., 1986]. 
Despite some restrictions on teacher-directed 
initiatives, the reformers envision the emergence of a shared 
conception about learning and the role of the teacher from 
these new initiatives [National Association for Secondary 
School Principals/National Education Association, 1986; 
National Governors Association, 1986]. In their shared 
conception, a supportive atmosphere is characterized by 
collegiality, mutual respect, a willingness to reach 
consensus, work collaboratively, and arrive at shared aims. 
Differences among teachers other than ones based on an 
assumed meritocracy—differences that reflect racism, sexism, 
and classism, and the institutionalized basis for conflict 
within school staffs they create—go unmentioned, based on 
the belief that the current managerial methods will mitigate 
such divisions or the belief that raising them as issues for 
discussion would increase such divisions rather than serve as 
a basis for redressing them. Some advocates of change, 
recognizing the resistance that organized teachers' groups 
have mobilized against merit pay and differentiated staffing, 
have introduced the competitive grant process as a way of 
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creating such hierarchies on an unofficial and uncontested 
level. 
Thus, the new directions in teacher-initiated and/or 
teacher-directed projects come at the same time that the 
momentum for decentralization in the form of school-based 
management, private/public schools, business/school 
partnerships, to name a few, has accelerated [Smyth, 1992]. 
The potential conflict among the various models has been 
suggested in research journals and short op-ed pieces but is 
often not discussed nor openly acknowledged in schools. 
Projects that encourage individual teachers to develop self- 
defined creative curriculum projects could easily clash or, 
at the least, create a chaotic set of curriculum offerings in 
a particular school. Moreover, teachers who participate in 
such projects, instead of or in addition to those who demand 
curriculum developed through committees or clusters, may face 
a number of dilemmas not anticipated or discussed in the 
plans for school based management. 
Perspective of Critical Educational Theorists 
Critical educational theorists share a number of beliefs 
about the causes for teacher inadequacy discussed above. Many 
categorize the majority of teachers as deskilled 
practitioners, who may at some time in their personal or 
collective pasts have been able and willing to engage in 
serious, effective curricular and administrative reforms but 
who for the most part have been forced to accept and now 
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justify low expectations for themselves and their students, 
especially if those students are students of color and/or 
poor and working class [Apple, 1990; Metz, 1990]. They 
criticize the reform reports for focusing on the individual 
teacher and student, projecting on to them a variety of 
pathologies in order to explain the failings of the American 
economy. At the same time, they recognize that many teachers 
share in the blame-the-victim/student/family/ principal that 
these reports encourage. 
Unlike the fixed view of many of the groups described 
above, critical educational theorists place great importance 
on locating individual teachers within a set of nested and 
interacting specific historical and social contexts—the 
classroom, the school, the community, the nation on one hand, 
and their own family, gender, race, class background on the 
other [Apple, 1990; Metz, 1990; Weiler, 1988]. This group, 
much as their more main-stream counterparts, emphasizes the 
gendered and class-based nature of the teaching workforce, 
but does not view the fact that most teachers are women, 
and/or drawn from the working class and lower middle class, 
as a reason for their inadequacies as a group or as 
individuals. They see the work of individual teachers as 
reflecting the values and experiences of unequal and 
conflicting power relationships to which they react and in 
turn help shape. This school of thought sees the strengths 
and weaknesses of teachers as reflecting conflicting demands 
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placed on teachers which in turn mirror tensions and 
struggles of the larger society. 
Moreover, this group does not subscribe to the belief 
that schools have been established to provide equal 
opportunity through effective education geared to the 
individual and collective needs of the students. Rather, this 
group sees struggles over the purpose and direction of the 
educational system as reflecting struggles among the 
divisions within the dominant economic and social powers of 
any particular era and between these groups and the less 
powerful and equally divided groups they seek to dominate 
[Katz, 1987; Wrigley, 1982]. 
Schools are places where society's social divisions are 
both highly visible and strongly contested. The extent to 
which teachers accept or reject the focus on the individual 
teacher as the locus for change in school may well stem from 
their belief in the power of the individual to change schools 
and the extent to which they believe schools should mirror 
social norms or challenge them. The work of the Italian 
activist and writer Gramsci is generally considered the 
richest resource for understanding the ways in which 
individuals understand and struggle with such social 
divisions. Gramsci [1971] developed the concept of hegemonic 
thinking, explained by Weiler [1988] as 
a concern with the various ways in which the dominant 
classes in any society impose their own conception of 
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reality on all subordinate classes, and the possible 
ways in which the oppressed can create alternative 
cultural and political institutions to establish their 
own understanding of oppression in order to oppose and 
change it [p.13]. 
Apple [1990], in extending the use of the term to the 
specific example of the public school system in the United 
States, makes the point that the power of hegemonic thinking 
lies in the way it 
saturate(s] our very consciousness, so that the 
educational, economic and social world we see and 
interact with, and the commonsense interpretations we 
put on it, becomes the world tout court, the only 
world. Hence, hegemony refers not to congeries that 
reside at an abstract level somewhere at the 'roof of 
the brain.' Rather, it refers to an organized 
assemblage of meaning and practices, the central, 
effective and dominant system of meanings, values, and 
actions which are lived [p.5]. 
These quotes make two main points. The first point is 
that the dominant society creates an all encompassing way of 
life and culture that is so prevalent, so embedded in every 
corner of our society as to appear either natural or 
invisible, so natural and invisible that it is not seen ^ a 
system. Nor is it easy to pick out its traces or recognize 
the ways in which it both stems from the dominance of an 
existing power structure and ways in which it continually 
throws up new ways of maintaining that power. 
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The second point highlighted by the above quotes is that 
the imposition of hegemonic way of thinking by the dominant 
culture does not necessarily prevent people from creating 
alternative ways of thinking and institutions that struggle 
with and contest the norms of their culture. It does mean, 
however, that people have to first see the world, at least 
some specific instances of the world or of culture, as 
"problematic," calling into question fundamental values or 
assumptions about our culture in terms of the structure and 
allocation of power, not in terms of the position of 
individuals or groups of individuals within that culture but 
in terms of institutionalized sources of power. 
The concept of hegemony implies that emphasizing the 
importance of the individual to bring about change without 
linking those changes to fundamentally restructuring the ways 
in which power is distributed and maintained within a society 
inevitably replicates the existing power structure, albeit 
with important changes for individuals and even possibly 
small groups of people with the culture. Such a perspective 
is clearly antithetical to most reformers outside the school 
of critical educational theorists and practitioners. 
Examining the extent to which teachers involved in reform 
efforts accept, modify, are coopted by the system, or battle 
against reforms aimed at and limited to the individual 
teacher was a major focus of the dissertation study. 
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One specific example of the ways in which critical 
educational theorists use such methods of analysis to 
differ from mainstream reformers is in rejecting the 
premise of reports such as The Nation Prepared and 
Tomorrow's Teachers which accept the ideology and interests 
of the business community. Critical educational theorists 
and practitioners draw upon the analysis of workplace 
tensions developed by Braverman in his groundbreaking book. 
Labor and Monopoly Capital; The Degradation of Work in the 
Twentieth Century, published in 1973 to illuminate the 
issues facing teachers and the parallels teaching has to 
other workforces. Braverman began his study of the changing 
conditions of work in an attempt to answer an apparent 
contradiction: 
On the one hand, it is emphasized [in the formal and 
informal literature of occupations] that modern work, 
as a result of the scientific-technical revolution and 
"automation," requires ever higher levels of 
education, training, the greater exercise of 
intelligence and mental effort in general. At the same 
time, a mounting dissatisfaction with the conditions 
of industrial and office labor appears to contradict 
this view. For it is also said - sometimes by the same 
people who at other times support the first view - 
that work has become increasingly subdivided into 
petty operations that fail to sustain the interest or 
engage the capacities of humans with current levels of 
education? that these petty operations demand ever 
less skill and training? and that the modern trend of 
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work by its "mindlessness” and "bureaucratization" is 
"alienating" ever larger sections of the working 
population [pp.3-4]. 
Braverman wrote his study, based on his own experiences 
as a machinist and his work as a political organizer and 
theorist on the left, in order to critique the use of 
technology in the workplace to further the aims of monopoly 
capitalists. He concentrated his analysis on the changes in 
the work place of industrial workers, but his perspective has 
been extended to analyses of semi-professional and 
professional workers [Zimbalist, 1979; Sacks, 1984]. 
Increasing numbers of these workers work in bureaucratic 
institutions which circumscribe the autonomy ascribed to 
these workers in previous decades or labor under governmental 
edicts that effectively draw them into conditions of work 
similar to those who actually do work in bureaucracies. These 
conditions, researchers note, have created divisions and 
hierarchies within occupations as great as those among 
occupations and occupational sectors. 
Berber [1980] uses the term "proletarianization" to 
describe the downward mobility of professionals in many 
sectors of the workplace. This downward mobility or lack of 
mobility is particularly acute for women and people of color 
whose credentials gain them entry into the profession but who 
now find that the professions themselves have accommodated 
their entry by creating new hierarchies that ensure that 
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those who had maintained their elite position in the past 
remain in those positions by creating new, less prestigious, 
lower paying, and more routine jobs for the others. 
Some, confirming the view presented by Braverman a 
decade earlier, implicitly argue with the analyses offered by 
the Carnegie Taskforce on the Advancement of Teaching and the 
Holmes Group which declares that the new American workplace 
will demand high level critical thinking skills from the 
majority of America's workers. These critics contend that the 
emerging American workplace has in fact created a two tiered 
workforce, which in turn is creating a two tiered class/caste 
society. One tier includes a small but not insignificant 
number of Americans working in jobs that require high level 
skills, albeit confined within specific fields of expertise. 
These workers have historically been drawn primarily from 
among white middle class males. A second tier of workers, 
numerically the greater, would remain in lower level service 
jobs, now the fastest growing sector within the workforce and 
the sector in which the great majority of women and people of 
color work [Bluestone and Harrison, 1982]. 
CHAPTER 3 
SETTING THE QUESTION; GRANTSEEKING WITHIN THE CONTEXT 
OF FUNDING FOR PUBLIC SCHOOL EDUCATION 
The impact of grantseeking on individual teachers in 
Boston participating in privately funded programs such as 
Impact II cannot be understood without placing it in the 
context of the general history of grantfunding in education 
and in the city of Boston in particular. The first major 
infusion of grants into schools came from the federal 
government as a result of the Elementary and Secondary 
Education Act (ESEA) of 1965. Part of the War on Poverty, 
ESEA provided for an enormous increase of federal funds 
available to school systems and schools with the 
understanding that a good education was a ticket out of 
poverty for individual students as well as a means of 
empowering and transforming whole communities. 
First Stage of Grantfundinq; Need-based Grants 
With this goal in mind, federal funds from such programs 
were not available to all schools. Instead, the greatest 
percentage of the funds were allocated by formula, in the 
form of need-based or entitlement grants. Those schools in 
which the demographics fit specific profiles, in most cases 
the percentage of pupils whose family incomes fell below 
officially set minimum income standards, received these 
funds. Such funds, labelled compensatory, were intended to 
increase the resources available to schools in order to 
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effectively teach students living in poverty. The serious 
economic deprivation of these students was seen as a major 
impediment to their school readiness and progress in schools, 
as documented through traditional standardized tests, dropout 
rates, and retention figures. 
The idea of Title I (now Chapter I) and other such 
programs was to redress, or compensate for, not only the 
impediments to learning some believed these students brought 
to school but also the financial imbalance under which the 
schools they attended suffered [Committee on Labor and Public 
Welfare, Senate of the United States of America, 1965]. The 
summary of the bill that prefaced the Elementary and 
Secondary Act defined the act's purpose: 
...to provide financial assistance in local 
educational agencies for the education of children of 
low-income areas [p.l]. 
Quoting from an address delivered to Congress by then 
President Johnson, the report declared: 
Poverty will no longer be a bar to learning, and 
learning shall offer an escape from poverty. We will 
neither dissipate the skills of our people, nor deny 
them the fullness of a life informed by knowledge. 
And we will liberate each young mind—in every part 
of the land—to reach to the furthest limits of 
thought and imagination. 
For this truly is the key which can unlock the 
door to a great society [p.4]. 
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The report went on to present a summary of the testimony 
heard before the committee as it deliberated the bill which 
would become known popularly as Title I. The act recognized 
that the main source of funding in most school districts in 
the United States at that time and continuing to the present 
was local property taxes [Dao, 1993], a particularly 
regressive form of taxation for low-income communities 
[Munnell and Browne, 1990]. Such a system of taxation could 
not provide the resources needed to achieve the "Great 
Society." The additional funds provided by Title I, it was 
hoped, would insulate schools in poor neighborhoods from the 
political pressures that direct fewer financial resources and 
inferior services to the poorest segment of the population. 
It has been apparent for some time that there is a 
close relationship between conditions of poverty and 
lack of educational development and poor academic 
performance....Environmental conditions and inadequate 
educational programs rather than lack of basic mental 
aptitude carry the major responsibility for the later 
failure of these children to perform adequately in the 
school system [p.5]. 
Title I allocated approximately $1.06 billion to 
be provided to local school districts for the purpose of 
broadening and strengthening public school programs in the 
schools where there are concentrations of educationally 
disadvantaged students. By compensating schools according to 
the percentage of students they enrolled who were living in 
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poverty, such government programs implicitly sanctioned the 
pervasive segregation of students in schools and school 
districts according to their economic status. 
Second Stage of Grantfundina; Competitive Grants 
The funding for compensatory programs was continually 
contested, and much research data were generated to prove or 
disprove whether the money spent in those programs did in 
fact do what it was designed to do. With a general decrease 
in public sector funding, such entitlement funding patterns 
were greatly curtailed and different funding patterns 
emerged, based on the meritocratic theories of school and 
teacher improvement of mainstream reformers [David, 1992]. 
These theories posit that all children can learn if their 
teacher is better prepared and more highly motivated to teach 
every child to her greatest potential without prejudice or 
preconceived notions. Some of the researchers supporting this 
theory added an essential element—the school in which she 
teaches must be organized to allow her to do so. In fact, 
many felt that the determining factor promoting the progress 
of successful students from impoverished backgrounds was not 
the dedication of their individual teachers but the 
organizational and leadership ability of their principals in 
sustaining, supporting and even creating the conditions that 
made effective learning possible. 
Certain schools, including those whose student bodies 
were composed primarily of children living in poverty and 
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those allocated the same amounts of money available to other 
schools serving similar populations, were now believed to 
have the capacity to make a difference in the lives of their 
students, at least as far as raising test scores and reducing 
dropout rates. Researchers identified these schools by using 
such statistical data, isolating the factors common to these 
successful schools that they believed explained their 
success. These factors were then translated into a generic 
set of guidelines and blueprints for developing what were 
termed "effective" schools [Edmonds, 1984] that, if adhered 
to by other schools, should result in similar successes. 
Role of Foundations and Other Grant-awarding Bodies in 
Developing Competitive Grant Programs 
Agencies and foundations in turn began encouraging such 
schools and others who agreed to model themselves upon them 
to compete for set amounts of funds they would make available 
for continuing or expanding upon the existing successful 
programs and to develop new ones. This shift in funding 
followed the publication in 1983 of the much publicized 
report, A Nation at Risk. While this report and others 
lamented the supposed decline in America's competitive edge, 
they also promoted competition itself within the corporate 
sector, combined with deregulated free trade, as a strategy 
with the best means of increasing production and 
restablishing the United States as the dominant economic 
power world wide. 
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Competition had long been a fundamental component of the 
educational system from preferred teaching strategies used in 
individual classrooms to standardized testing administered 
nation-wide. Drawing inspiration and support from the for- 
profit corporate sector, the new grant-based funding policy 
extended the application of competition to the area of school 
finance, as it had in other public policy areas. 
Beneath the current Washington debate over raising 
taxes lies a fundamental change in thinking about the 
Federal tax system. In most previous discussions, 
there was a strong emphasis on redistributing income 
from the well-off to the less well-off. But now, the 
tax system is now being viewed as a tool to build a 
more efficient economy, not a fairer one...."The next 
discussions are clearly going to focus on making the 
system less progressive," said Stuart E. Eizenstat, a 
lawyer here who was the domestic policy adviser to 
President Carter. "In that respect the climate has 
changed enormously. The equity argument has given way 
to the efficiency argument" [Kilborn, 1988, p.35]. 
The rise in grant competitions during the 1980s and the 
aggressiveness of foundations and agencies in administering 
nthem were instrumental in encouraging a movement away from 
federal and state funds where the political pressures to 
distribute funds according to entitlement formulas was 
replaced by those based on competition. The primary goal of 
achieving equity among schools and students had been replaced 
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by the goal of bolstering America's economic position, 
through the efficient use of limited funding [Green, 1993]. 
New Roles for Corporations in Providing Funds for Educational 
Programs and Influencing Funding Policies in Public School 
Education 
Such an approach to funding education was not intended 
to change nor did it replace the reliance on property taxes 
to fund public schools, despite the tax revolt of the 1980s, 
funded in great part by corporations which reduced the total 
tax burden of large corporations and wealthy individuals. 
Business interests had begun to recognize, however, that 
additional funds for schools, particularly urban schools, 
must be found. Since that time they have been careful to 
support tax schemes and funding allocations that keep 
corporate taxes low while giving maximum publicity to 
individual corporate projects in the schools. [Massachusetts 
Business Alliance for Education, 1990]. 
Many American companies in recent years have made a 
crusade of trying to rescue the nation's deteriorating 
public schools, casting themselves as white knights 
whose donations help the cause. But at the same time, 
many of these companies are extracting as many sizable 
tax breaks as they can from their communities, cutting 
off money needed to finance public education [Celis, 
1991, p.l]. 
Thus, the vacuum in funding and educational leadership 
created by the shrinking in federal education dollars has 
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been replaced by a boom in grant programs developed by an 
ever growing number of private foundations or public/private 
partnerships. The decline in total Federal support in 
programs for elementary and secondary education—19 percent 
in real dollars between 1980 and 1988 [National Center for 
Education Statistics, 1989] has been partially offset by an 
increase in funds from the private sector, which has shifted 
some of its funds from private higher education to the public 
schools [Council for Aid to Education, 1993]. A new 
development in role of the private sector in funding has come 
in the form of initiatives that circumvent central 
administrations and target individual schools and individual 
teachers. Between 1984 and 1988 the number of 
business/education initiatives rose 234%—from 42,200 to 
140,800 [Branch, 1991]. 
Businesses, at least to their own satisfaction, have 
proven their commitment to education and nurtured a group 
within their own ranks that has developed a proprietary and 
vested interest in continuing and increasing business 
influence in the schools [Goertz, 1990]. At the same time, 
such projects, taken as a whole, have developed a mechanism 
and track record for establishing themselves as major players 
in the field of education beyond what has been termed the 
"narrow vocationalism" of the past when companies supported 
projects that directly served their own clearly defined 
purposes [Business and the Public Schools Committee for 
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Economic Development, 1985]. Today, business/school 
partnerships have created a network of businesses and school 
partners that can be counted on to reinforce and join 
together to promote decentralization unburdened by what they 
have come to define as "bureaucratic" constraints—including 
constraints such as affirmative action and fiscal equity 
among schools. 
Impact of Model Programs on Educational Funding 
As such funding patterns have accelerated they have 
moved from the outer limits of the educational world to the 
center of educational debate and program development. The 
idea that all groups that develop viable, "successful" 
programs (let alone those that need support to move in their 
direction) should be assured of funding was replaced by the 
theory that competition for such funds was an essential 
factor in sustaining and replicating these effective 
practices. Such a system has encouraged teachers and the 
public in general to believe that only a finite number of 
deserving programs should be funded. If programs or schools 
are not awarded grants, they must not deserve them, or not as 
much as those who do receive the awards. The sharp 
demarcation between the winners and losers-those whose 
scores make the mark, even if they are only one point above 
the others, receive the full amount while the others receive 
nothing—increases the sense that one group is far more 
deserving than the other. 
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Competitive grant award programs thus became a major 
means of identifying, publicizing and developing new programs 
in schools, following the guidelines established by the 
awarding foundations or agencies. The grantseeking process 
now provides a mechanism by which foundations, for a limited 
amount of money, can decide exactly how many schools, school 
systems, and/or teachers they will help fund, at what level 
of funding, and towards which goals. Unlike the entitlement 
grants established by the federal and state governments, 
foundations awarding competitive grants establish the amount 
and number of the grants based on the funds made available by 
the funders and the size of the grant monies they are willing 
to allocate, not on the need of schools in general or on the 
potential number of qualified applicants. In doing so, the 
funders of these grant competitions implicitly are claiming 
that the issues they have identified as the most significant 
ones facing schools, or the ones they want the public to 
identify as being significant, can be resolved by the 
competitive grant process they have established and with the 
cunount of money they have allocated. 
Ironically, the original notion that effective schools 
were able to achieve their better than average results 
receiving the same allocations as others with poorer 
records has been turned on its head by the grant process. 
Indeed, the decentralization, make-it-on-your-own 
philosophy that is central to model schools and other 
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reforms such as school based management are dependent on 
finding outside funding sources, the great majority of 
which are now private businesses or private foundations, to 
pay for the "supplemental" programs that in fact mark that 
school's offerings as unique and sustain its better-than- 
average test scores and other results that prove its status 
as an "effective" school [Hill, 1993]. 
'Magnets get tons of private contributions....We 
are a niche within this vast sea of public 
education. A lot of businesses do not want to give 
to the traditional big-city school. They see it as 
throwing money down a well.' [Winerip, 1993, 
p. B13]. 
Such programs now find themselves in direct competition with 
other progrcims, including those that are emulating their 
success, for the limited number of grant awards available. 
Federal, state and local governments have now endorsed 
the competitive funding pattern and use it as a model for 
many of their new funding initiatives and collaborations with 
the private sector. Planning "break the mold" schools is one 
such example of these grant-funded reforms. In 1992 the 11 
winners of the most well publicized grant competition in 
educational history were announced. They are recipients of 
the highly coveted grants awarded by the New American Schools 
Development Corporation (NASDC), a private Fortune 500 backed 
foundation [New American Schools Development Corporation, 
1991] whose conception and establishment were the major 
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contribution of President Bush, the "education" president, to 
education. The creation of NASDC marked a further extension 
of the public/private partnership inaugurated on a national 
level in the previous administration. 
The NASDC contest attracted an astounding number of 
applications from the most prestigious and highly regarded 
players within the field of education to those who hoped to 
enter their ranks by virtue of receiving one of the coveted 
grants. The one common denominator of all of the applicants 
was the willingness of their planners to participate in a 
private/public partnership in which private funds and private 
groups supplant public funds and public guidelines—with no 
bureaucratic guidelines or public policy restrictions 
imposed. Those affiliated with public schools, with private 
schools, with parochial schools, with school/business 
partnerships were all eligible and all participated. 
Applicants were attracted to the competition for a 
number of reasons. The publicity for the contest promised a 
chance to be recognized as being on the "cutting edge" of 
education, among those who would be planning the next 
generation of America's schools, those who presumably would 
move America out of the economic and social malaise for which 
the schools have been seen as a major contributing factor. 
Others entered for more practical reasons. To turn down an 
opportunity to win a large grant when funding from 
governmental sources is increasingly uncertain seems a self- 
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defeating measure. Moreover, whatever the applicant herself 
might think about the group's prospects for receiving an 
award, writing one in and of itself would distinguish the 
applicant as a "go-getter," someone not afraid to test one's 
mettle in the national arena. 
In its Request for Proposals (RFP), NASDC did not 
promote any one theory of education in its guidelines for 
submission nor did the competition establish any clear, 
unambigious criteria for selecting the winners. One example 
of this self-conscious vagueness appears in their discussion 
of "world class" standards, the attainment of which the 
foundation stated should be the primary goal of the designs 
submitted by each applicant and the benchmark against which 
the proposals would be judged. In clarifying what they meant 
by their challenge "to bring every child in this community up 
to world class standards" in the traditional subject areas, 
they responded with an apparent tautology. First they 
suggested that there is no one definition. 
When fully implemented, a design should enable 
virtually all students to acquire the skills and 
knowledge that they need to function and compete 
effectively in a world that is becoming more complex 
and demanding. Moreover, designers should recognize 
that world class standards are dynamic and can be 
expected to change through time. Designs should be 
capable of accommodating such changes....It is not 
required that each design team should define these 
performance objectives themselves or provide an 
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empirically based justification that they are "world 
class" [New American Schools Development Corporation, 
1991, p.49]. 
The RFP then refers applicants to "a number of efforts 
now underway to develop national consensus standards in the 
core subject areas" [p.50]. This section does not mention the 
fierce controversies within a number of these professional 
groups over the wisdom of developing such discipline 
specific, national standards, especially those efforts to 
develop such standards that were initiated by the business- 
oriented reform reports and supported by these business 
interests. Nor does it mention the controversies over the 
particular emphases and perspectives the new standards should 
embody. 
The RFP continues the discussion of "world class" 
standards by referring back to the applicants. They suggest 
that "world class standards," which the foundation takes 
pains not to define, are those chosen by the groups whose 
designs they select. 
The establishment of standards for the designs is the 
responsibility of the designers and schools 
implementing these designs [New American Schools 
Development Corporation, 1991, p.50]. 
The section ends by stating that the 
the design team is expected to establish the manner in 
which the schools and sets of schools using its design 
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will assess whether or not the objectives are being 
met [New American Schools Development Corporation, 
1991, p.51]. 
The basis for selecting the winners remains unclear, 
presumably dependent upon factors not available in the 
official documentation. The business sponsored foundation 
appears to believe in the ability of the marketplace to 
generate a wide choice of applicants among which the 
foundation would be able to select those considered the best 
suited to its needs. In doing so, the designers of the 
con^etition seemed to be implying that insuring for 
themselves a ’’choice”—whether that means choosing from a 
large number of programs which resemble each other or 
choosing from several programs which represent fundamentally 
different conceptions of educational goals and programs—by 
itself would ensure that quality programs would emerge from 
which the foundation and presumably later the public could 
make an informed decision. 
In their disinclination to define with any specificity 
what exactly quality education is and how it should be 
delivered to the range of students in America’s classrooms, 
the architects of NASDC were following market-driven norms. 
In the marketplace, the winners do not necessarily win 
because they have the highest quality product, as defined by 
some clear set of criteria. Rather, they win—that is, they 
return the biggest profit to the company which sells the 
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product—for a variety of reasons, only one of which may be 
better quality. Their product may be cheaper. They may have 
paid more to the store to give it a better position on the 
shelves. Their product may be good enough, yet cheaper than 
its competitors, not necessarily better than them, so that 
those for whom price is a concern will choose the cheaper 
product. Their advertising or packaging may draw more 
attention to the product than that of its competitors or have 
created an allure surrounding the product that attracts a 
certain kind of consumer no matter what the quality of their 
product. 
The diversity of teams of award recipients chosen 
through the NASDC process reflects this marketplace ideology. 
Collectively, the winners represent a fascinating 
conglomeration of educators, from William Bennett, the former 
Secretary of Education and Drug Czar to Deborah Meier, the 
principal of Central Park East and mentor to other 
progressive public schools in Harlem. The very fact that such 
a wide range of molds for new schools was selected seemed to 
provide proof that the idea of "choice" and its market driven 
assumptions as conceived by the Bush and Reagan 
administrations had proven a better way of identifying 
outstanding programs than would have adherence to well- 
conceived, thoroughly debated, and clearly defined criteria. 
Among the successful applicants were some who had 
expressed public reservations about the core beliefs in the 
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free market system and competition espoused by the architects 
of NASDC and the educational planners within the Bush 
administration that had initiated the NASDC competition. 
Deborah Meier, the director of the much celebrated Central 
Park East Secondary School, has worked for years to create a 
model program in New York City emphasizing ownership of 
parents and teachers in creating and sustaining creative, 
community developed educational programs. She has argued 
strongly [Meier, 1992] that the business initiated reports 
that prepared the ground for the NASDC competition have 
seriously misled the public not only by claiming that 
America's economic decline is primarily the result of a 
decline in America's public schools but also by declaring 
that the way to fix the economy and the schools is to import 
what she faceiously labels the "magic of the marketplace" 
(which presumably was not making magic in the marketplace) 
into education [Meier, 1992]. In a September 21, 1992 article 
in The Nation. Meier calls for a different kind of commitment 
to the nation's educational system: 
If America can commit itself to this next task— 
educating all children well—the historic promise of 
free public schooling will be fulfilled. It doesn't 
require a nationalized curriculum backed by a high- 
stakes testing program that falsely promises order and 
control; or a privatized market-driven system offering 
the illusion of freedom and individuality. What it 
requires is tough but doable: generous resources, 
thoughtful and steady work, respect for the diverse 
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perspectives of the people who work in and attend our 
schools and, finally, sustained public interest in and 
tolerance for the process of reinvention [Meier, 1992, 
p.271]. 
Meier clearly holds strong reservations about the 
ability of competition as a principle and competitive funding 
as a practice to solve the problems facing America's schools. 
At the same time, Deborah Meier's school, like all other 
urban schools, lives under constant funding pressures. The 
well-deserved fame of the school has attracted many highly 
regarded educators who collaborate regularly with her school. 
In collaboration with a team of nationally recognized 
experts, the school entered the NASDC competition, winning 
one of the 11 awards. 
Grant Competitions Targeting Individual Teachers 
Grant competitions such as NASDC have targeted whole 
school systems or collaborations among schools and other 
programs. Other grant competitions have targeted individual 
schools and individual teachers as a way of circumventing and 
diffusing the power of the central bureaucracy of big city 
schools. The money is funneled to teachers in a variety of 
ways—through programs administered by the school system, 
directly to the teachers, or through corporations established 
by the foundations and run by the foundations themselves or 
by boards of directors composed of teachers, administrators. 
and funders. 
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The majority of these grant competitions, including 
Impact II, ask teachers to compete not as classroom teachers 
but as curriculum developers. Given the limited time teachers 
have to develop these projects and the competing demands on 
their time, many of the material submitted as part of a 
teacher's curriculum projects are a compilation of materials 
developed by a variety of sources, not by the 
teacher/demonstrator. Teachers are, however, required to 
describe these units as ones for which they can claim 
ownership, valorizing origination over adaption and the 
simple good sense of being able to recognize good material 
and teach it effectively. Teachers must submit applications 
describing curriculum projects they have developed which 
match the categories of support chosen by the particular 
foundation to whose grant competition they are applying. In 
most of these cases, the criteria are themselves left 
undefined. Teachers are encouraged to submit "exemplary" 
programs. "Exemplary," however, is never defined, and when 
the teachers are selected they are identified as "exemplary" 
teachers by virtue of having been chosen. 
Once selected, the essence of these teachers' work is 
transformed into a product which, through the grant process, 
is disseminated to other teachers. Although the teacher's 
personality and way of teaching informs her choice of 
materials and the approach she presents, what she includes in 
her official application cannot build upon any idiosyncracies 
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within her own style as a teacher or those of the class with 
which she has worked on this material. Nor can she include 
perspectives that would mark her as being too far outside the 
norm for acceptable positions, unless she has entered a 
competition that will support the particular perspective, or 
in marketing terms, niche, she has claimed for herself. The 
very purpose of the competition is to identify units and 
programs that can be used by a broad range of teachers as 
duplication or following the established model is the major 
purpose for funding these programs. 
While the application required by Impact II and similar 
competitions ask teachers to identify the type of students 
they teach, there is no place in the applications to discuss 
their own perceptions of what teaching these students mean to 
them, or more importantly, their beliefs about the categories 
used in these contests and in the schools themselves to 
define and place these students. Instead, such grant 
competitions encourage applicants to write for a generic 
audience, employing the language and tone of the copywriter. 
The very use of advertising techniques and the casting of 
other teachers in the role of prospective consumers searching 
for "ready made" goods requires teachers to think of 
themselves as entrepreneurs. In order to compete successfully 
in these contests and be identified as a successful teacher, 
they must adopt the strategies of the successful marketer. 
Marketing her project in order to receive the grant and in 
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the case of Impact II, attract adaptors, requires the teacher 
to distinguish her classroom or approach from others. 
In past years, teachers did not have these kinds of 
markets for their curriculum ideas or projects which would 
enable them to gain recognition as exemplary teachers. 
Teachers traditionally exchanged ideas of "what works" and 
provided support to other teachers in their buildings with 
whom they had developed personal relationships. To move 
beyond an individual school, the very best a teacher could do 
would be to develop a workshop package on "Mathematics in the 
Classroom," or "Teaching Writing through Reading," that would 
perhaps be picked up by a local college or university as part 
of its Saturday workshop series or summer seminar days for 
community based teachers. If enough teachers signed up for 
the workshop, the presenter was given a small stipend for 
teaching and the teachers received a few inservice credits 
along with the instruction. 
Grantseekinq Provides New Markets for Teacher-made Programs 
Today, grantseeking provides a more flexible method of 
tailoring one's personal and professional interests to meet 
the demands of teaching and the uncertainty of the teaching 
marketplace. Grant-funded programs awarding grants to 
individual teachers provide a marketing mechanism for 
teachers' work outside of and more powerful then the more 
traditional way of discussing issues and trading "what works" 
stories. There are now competing venues that encourage 
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teachers to "pitch" their ideas for curriculum projects, in 
particular, in return for cash awards and/or the opportunity 
to sit on a national panel, to attend a conference hosted by 
a prestigious institution, or to collaborate on a research 
project or dissemination effort. In fact, a teacher can 
segment her product and send it off to any number of contests 
and grant awarding agencies in a way that maximizes the 
amount of money and the number of awards that can be pulled 
out of one larger project. It has even reached the point that 
teachers and programs compete for awards on multiculturalism— 
as usual in these contests left celebrated yet undefined— 
when many of the funding agencies and foundations encourage 
teachers to submit projects that require cooperation, since 
"studies now show" that people of color do better, as 
ultimately defined by standardized tests, if they learn 
cooperatively. 
An article in Education Week [Olson, 1993], one of their 
follow-up pieces about the New American Schools Development 
Corporation (NASDC) targets such a program. Expeditionary 
Learning stresses the project method, an idea that has 
resurfaced from its heyday during the progressive movement in 
education. It has run ads to solicit projects from teachers 
around the country in both Education Week, a journal geared 
to school administrators and education researchers and policy 
makers, and its recently created affiliate Teacher Magazine 
(and not in the union-based magazines of the National 
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Education Association or the American Federation of Teachers 
that reach a far greater number of teachers and a much 
broader cross-section of teachers or other teacher-oriented 
magazines with much larger circulations). 
The plan is to publish the ten best, award each of the 
teachers who submitted the winning programs $1,000, and pilot 
their projects in the schools affiliated with the 
Expeditionary Learning program. In effect. Expeditionary 
Learning will pay the teacher $1000 in exchange for the right 
to exclusively distribute her curriculum program. The system 
retains the "home-cooked" quality of teacher to teacher 
exchange, acknowledging the continued power of actual 
experience while fundamentally changing the personalized rank 
and file nature of the exchange to the norms of the 
marketplace. In order to do so, the teacher transfers her 
progrcim to a large-scale one that reproduces those products 
or parts of programs that meet the specified guidelines. 
Expeditionary Learning will then prominently market these 
projects as "teacher made and teacher tested." 
When I called Expeditionary Learning for information and 
an application form, the office staff told me they had 
received 35-40 applicants, which strikes me as a very small 
number, far fewer than if they had gone to existing programs 
like Impact II and asked for permission to use their 
programs, which are available locally but presumably would be 
useful for teachers to know about on a nation wide basis. The 
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contest idea however may be crucial to such well-funded 
programs, because it suggests that they awarded the grants 
based on a nation-wide competition, and therefore can lay 
claim to having chosen from among the very best. 
The Request for Proposal and the Written Proposal; Their Role 
in Grantseekinq 
To enter any of the competitive grant-funded 
competitions—those directed at school systems, schools, or 
individual teachers—the applicant must submit a written 
document. Foundations and agencies generally announce their 
funding initiatives and the availability of the funds to be 
awarded through these grant competitions by sending out a 
Request for Proposals (RFP) or contest announcement which 
describes the areas of concern which the funders have 
targeted as worthy of their financial support, defines the 
problems they see schools face in addressing those concerns, 
and requests programs that will alleviate or solve the 
problem that they have identified. Frequently, RFPs also 
present preferred strategies and timetables that programs 
could adopt in designing their plans of action. 
As part of the RFP or application, large foundations and 
government agencies often include a standard form which must 
be followed in submitting the proposal including the sections 
that must be included, the questions to address, the order in 
which the sections of the proposal must be written, the 
maximum number of pages or words for each section or the 
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proposal as a whole, budget items that may be included and 
possible restrictions in purchasing materials or equipment, 
and the period of time in which the grant monies must be 
used. 
A written document, the proposal (or in the case of an 
individual an application), has thus become the primary means 
of entering these funding competitions. Being able to write 
one has become a much valued skill. Proposals, submitted in 
response to these RFPs or grant announcements, are written to 
prove a group's capability in solving the problems as defined 
by the granting agency. Grantwriting guides urge grantseekers 
to lay out in their proposals a clear plan of action 
specifically designed to meet the needs that the granting 
foundation or agency has defined as important to address and 
to incorporate into their design any program suggestions 
included in the RFP to which they are responding. Potential 
problems with meeting those needs are raised as a strategy 
for demonstrating the ability of the group or individual to 
anticipate and work them out. 
To meet the needs of school staff and funders alike who 
wish to or are forced to participate in grantseeking, an 
entire industry has sprung up. Grantseekers guides for 
teachers and newly hired school development directors are now 
available. The state of Massachusetts, through its Field 
Center for Teaching and Learning, conducts a two-day 
grantsmanship institute specifically geared to teachers and 
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individual school staffs. The institute provides workshops on 
how to search for grants, how to write successful grants, how 
to establish tax-exempt entities, and how to approach 
interested funders. Conspicuously missing is any critique of 
such funding patterns or the connections between the private 
foundations who fund these grants and their histories of 
fighting progressive tax programs. 
The rising dominance of competitive grant programs in 
funding new programs or innovative practices ironically has 
worked to diminish the capacity of groups to contest or 
explore the nature of the issues facing schools, while at the 
same time such grant programs are trumpeted as enabling 
schools to do just that. To include any qualifications they 
might have about the way the funder has defined the problem 
or established criteria for allocating its funds, to question 
the vagueness of the guidelines, or to argue with the 
premises of the grant competition itself would be to 
effectively remove one's program from the competition. 
Pointing out the qualified nature or feasibility of their own 
program for which they are seeking funding or bracketing the 
claims they make for it also have no place in such 
competitions. To do so would be to reveal their own 
deficiences in a document whose purpose is to record their 
strengths and prove themselves better than their competitors. 
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Significant Incidents in the History of Foundation Funding in 
Boston 
The recent history of foundation funding in Boston 
provides an excellent case history of such funding patterns 
and markets. The largest privately funded single grant ever 
awarded a school system was made by a consortium of business 
interests in the city in which the program under study is 
located. Nationally recognized as a model for business/school 
partnership, it promised jobs for all qualified high school 
graduates who wanted employment upon graduation, in return 
for which the system was to insure that a certain number of 
students would graduate. However, the system-wide/business 
agreement, designated the Boston Compact quickly ran into 
trouble, as businesses found the centralized bureaucracy 
resistant to the changes business felt needed to be made at 
the individual school sites [Farrar and Cipollone, 1988]. 
Economic hard times have made promises to grant jobs 
difficult to keep. Many of the companies initially leaders in 
the Compact no longer have their corporate headquarters in 
the city, having been taken over by multinational 
corporations in the leveraged buyouts of the late 1980s 
[Cannellos, 1993]. They have little incentive to be seen as a 
good community partner. Such companies are not interested in 
collaborating with the remaining Boston based, old guard 
corporate leadership on local Boston school issues. 
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The Boston Compact, however, officially remains a 
project of the city's business community. Administrators of 
the programs, responsible for keeping it and other such 
programs on track, recognize that the grantseeking encouraged 
by the programs for which they work have exacerbated and in 
important ways created serious conflicts for the system as a 
whole and its constituent parts while doing little to 
alleviate the continuing funding crises, the perennially low 
scores on standardized tests, or the high drop out rate. In a 
status report written in 1993, they write: 
In recent years, most Boston schools have been 
participants in a fairly large number of new 
initiatives connected in one way or another with 
institutional change. A combination of efforts from 
central office, zone superintendents, business or 
university partners, grant opportunities for new 
discrete programs, and their own internally originated 
initiatives to keep pace with educational innovation 
have given the appearance that many Boston schools 
have become virtual cornucopieas of new program [sic]. 
In fact, this is not true; most new program 
offerings tend to have high demands for the time of 
school-based staff, particularly principals and 
headmasters, while the impact of new initiatives tends 
to be on small sub-sets of the school population, and 
often do not survive long in the face of budget cuts, 
funding changes, or the ends of grant periods. Add to 
this the requirements of school planning, school site 
council initiatives, responsiveness to new annual 
goals and measures, and the expectations of individual 
partnership agendas, and the result is that many 
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school administrators can find themselves in the very 
difficult circumstance of having more planning than 
they can manage to make use of resources that are 
insufficient or too short-lived to make real 
institutional differences. 
Schools are expected to be entrepreneurial, and 
capture new resources. They are required to compete 
with each other, to attract students, and often grant 
funded programs can provide unique features or 
innovations that can help a school establish its 
distinction. Yet new resources never come as a blank 
check. All have demands; and many of these demands, 
whether for staff commitment, leadership attention, 
time for planning, reporting, data, or documented 
improvement in specific areas, create a redundance of 
compliance requirements while still not solving the 
chronic shortfall of resources every school faces. 
Schools compete for opportunities because the small 
resources that can be forthcoming are desperately 
needed; and the price, in staff time, tends to be paid 
out piecemeal, since administrative staff time is 
increasingly at a premium [Dooley and Sperber, 1993, 
p.5]. 
Despite these strong reservations, the writers of the report 
quoted above do not call for an end to a reliance on 
school/business partnerships and the grants that they have 
spawned. In the paragraph following the above excerpt, the 
authors turn directly to a call for better coordinating the 
many programs coming into the schools and keeping better 
track of their progress, without addressing the fundamental 
contradictions that privately funded grants create for 
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schools that they have so clearly detailed nor giving any 
guidance as to how such contradictions can be reconciled. 
Pulling back from such system-wide or school wide 
initiatives, funders have sought ways of more directly 
working with individual teachers with more focused programs 
and scaled-back promises. Impact II was seen as a model that 
allowed funders, along with central office personnel 
frustrated with what they perceived to be obstructionists 
within the bureaucracy, to circumvent the central bureaucracy 
by targeting individual teachers directly. 
CHAPTER 4 
IMPACT II, A PRIVATELY FUNDED PROFESSIONAL DEVELOPMENT 
PROGRAM 
This section provides a brief description of the purpose 
and mechanics of the Impact II program as it has developed 
within Boston from its introduction in 1984. Drawing upon the 
evaluation study that preceded the present dissertation 
study, this section particularly is designed to provide a 
statistical portrait of Impact II participants between 1984 
to 1991, the period for which demographic data on 
participants are available. It is followed by a short 
analysis of the trends among participants that emerges from 
that statistical portrait. A more comprehensive description 
of the program, its history and its effects on teachers 
appears in Chapter V in which the data collected during this 
dissertation study is analyzed. 
Impact II as a National Program 
Impact II, a nationally disseminated model program for 
the professional development of teachers, has been introduced 
since 1980 into a number of large city school systems, county 
wide school systems, and states through the initiative and 
backing of major corporate foundations, joined by community 
based and local foundations. The program encourages teachers, 
by the awarding of modest cash grants, to disseminate to 
other teachers curriculum units they have developed in their 
own classrooms. The emphasis is on teacher to teacher sharing 
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and on valuing and supporting teacher developed materials and 
teaching strategies. A number of other professional 
development programs known in Massachusetts as the Horace 
Mann grants and the Lucretia Crocker fellowships have adopted 
this model and philosophy towards professional development, 
awarding larger cash grants to a select number of teachers. 
Impact II describes itself as an important new 
prototype for teacher training, designed to supplant to a 
significant measure the traditional model of in-service 
courses offered to teachers by experts in the field of 
curriculum development such as university professors or 
system wide curriculum development specialists. This new 
model is officially promoted as a principal means of 
professional development for teachers in recognition that 
teachers are the professionals with the expertise best suited 
to introduce and teach curriculum methods and materials to 
each other, and by extrapolation, best suited to provide the 
support that will increase the educational success of their 
students. 
Impact II nationally is funded through a major grant by 
the Exxon Corporation, which began the program by awarding a 
grant to the New York City school system in 1979 for 
a model program that recognizes and rewards creative 
teachers, and improves classroom instruction through 
teacher networking. IMPACT II begins by awarding small 
grants to teachers who have developed successful 
programs in their classrooms. IMPACT II disseminates 
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these valuable program ideas through annual catalogs 
[sic], workshops and conferences, and interschool 
visits. Teachers interested in adapting programs 
receive small grants so they can 'take an idea and go 
creative'[Impact II, 1989, p.l]. 
Houston, Texas was soon developed as a second site, 
again through the active support of private funding sources. 
Boston, Massachusetts, the site of the study for the proposed 
dissertation, received its first grant from a private 
foundation in 1984, awarding the first "teacher 
demonstration" grants for the school year 1985-86 and 
continuing to award at least one cycle of awards each school 
year up to the present, with a minimum of 200 teachers 
participating in each cycle. At present, there are over 15 
Impact II sites nationwide, with many suburban sites added to 
the urban sites initially part of the network. In Boston, the 
money awarded teachers by Impact II comes from private 
foundation sources, while staff time is contributed by the 
Boston Public Schools (BPS] as a form of in-kind 
contribution. 
Impact II in Boston 
The primary stated goals of Impact II are 1) to reward 
"exemplary" teachers for disseminating "innovative" 
curriculum projects they have developed in their own 
classrooms and 2) to encourage other teachers to adapt these 
projects. While a number of other programs recently 
110 
introduced into BPS concentrate on the teacher as part of a 
management team or a member of a social support network for 
students and parents. Impact II officially emphasizes and 
honors the central role of the teacher in teaching. The 
program, however, is careful not to define what it means by 
good teaching. The application form does not define 
"innovative," "interdisciplinary" or other terms nor does it 
provide or require descriptions and a rationale for 
evaluating student performance. Again, there is an implicit 
assumption that such concepts and criteria are inherent in 
the projects and that the meaning of the terms and standards 
are shared by the applicants and the reviewers. 
Teachers apply for and receive awards as either teacher 
demonstrators or teacher adaptors. Impact II, except during 
its early years, has not awarded dissemination grants to 
teachers to plan, develop or refine curriculum projects. In 
order to apply for a demonstrator award, teachers must have 
already developed and successfully implemented, to their 
satisfaction, an innovative curriculum project, presumably 
with funds gathered from a previous impact II grant or other 
grants. 
In other words. Impact II assumes that teacher 
demonstrators—who make up those teachers most active in 
Impact II—are exemplary teachers. It does not work on the 
assumption that they need to improve their teaching 
substantively, as many other professional development 
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programs assume. Rather Impact II views teacher demonstrators 
as facilitators for improving the teaching of teacher 
adaptors by encouraging innovation and a move away from 
textbook oriented approaches and/or to add to the repertoire 
of teaching strategies of teachers already experienced in 
such approaches. Instead, Impact II emphasizes the need for 
materials and resources needed to continue carrying out such 
innovations and the importance of recognizing and rewarding 
those teachers willing and able to participate in such 
projects and disseminate them to others. By requiring 
demonstrators to participate in a series of meetings in which 
they work together to refine their catalogue description, 
demonstration workshop and packet, the program also 
emphasizes the importance of collegiality and peer review. 
Highlights of Facts Pertaining to Impact II; Boston Teachers 
from 1984 to 1991 
o Based on 89-90 BPS statistics, 797 teachers—19% of BPS 
teachers—have received between one and 10 Iii5)act II grant 
awards since 1984. 
o 85% of Impact II award recipients have received either one 
or two grants. Most of these were teacher adaptors, 
o 10% of Impact II award recipients have received five or 
more Impact II awards. Most of these teachers have received 
at least three teacher demonstrator awards. 
o Approximately 50% of Iii5)act II teachers have received $250 
dollars for classroom materials, the standard amount granted 
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to adaptors, from Impact II since 1984. 
o 10% of Impact II teachers have received over $2500 for 
classroom materials since 1984. 
The following tables (Tables 1, 2 and 3) outline the 
number of BPS teacher participants awarded grants in each 
grant cycle, the type of grant received, and the number of 
times teachers have been awarded Impact II grants in Boston 
according to the most accurate information available in 1991. 
Table 1. All Developer Grants Awarded by Impact II 1984-91 
TYPE DATE # of AWARDS 
GRANTED 
Developmenters October 1984 62 
Developers April 1985 24 
Developers April & Sept. 
1985 
39 
Developers September 1985 18 
Developers October 1985 62 
Developmenters February 1986 100 
Demons trators Spring 1986 53 
Demonstrators November 1986 12 
Demonstrators 1989-90 29 
Demons trators November 1990 12 
Vicinos Proiect February 1991 40 
Demonstrators April 1991 20 
Table 2. All Adaptor Grants Awarded by Impact II 1985-91 
TYPE DATE # of AWARDS 
GRANTED 
Adaptors June 1985 65 
Adaptors December 1985 74 
Adaptors 1986-87 247 
Adaptors November 1988 105 
Adaptors 1989-90 196 
Adaptors November 1990 147 
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Table 3. Number of Times Teachers Awarded Impact II Grants 
Once Twice 3x - 5x 6x "TTi- 
#of 
teachers 507 166 65 26 16 9 8 
% of all 
grants 64% 21% 8% 3% 2% 1% 1% 
Demonstrators and Adaptors; The Two Categories of Teachers 
Participating in Impact II 
The demographic portrait above describes the extent of 
participation of BPS teachers as a whole in Impact II between 
1984-91. To better understand the information presented above, 
it is important to note the distinction between teacher 
demonstrator, teacher developer/documenter, and teacher adaptor. 
When the program first began, teachers were asked to 
develop and document curriculum projects. They were not required 
to disseminate them to other teachers. At that time, the school 
system had just developed and distributed a comprehensive set of 
curriculum objectives, scope and sequence. Impact II was 
designed as an important vehicle for translating what was seen 
as an overwhelming set of new mandates into manageable and more 
clearly defined curriculum projects and classroom activities. An 
unstated but corrollary rationale for Impact II was the 
recognition that in order to carry out the intention behind the 
curricululm revision project, teachers needed discretionary 
funds to buy a much wider range of materials than those provided 
to teachers on a regular basis. 
114 
Once a critical mass of teachers developed such projects 
through Impact II and other professional development programs 
and grants, teachers were then asked to apply for grants as 
disseminators and adaptors. The emphasis shifted from developing 
a curriculum unit to disseminating/demonstrating it. Teachers 
then applied for grants in two different categories. Teachers 
could receive money (generally $750) as teacher demonstrators, 
moving the focus of their project from one designed to suit 
their own classrooms to one adaptable to other teachers. Their 
role of classroom teacher merged with that of 
demonstrator/facilitator. The cost of reproducing the packets 
they provide to adaptors, as well as the flyers they distribute 
to potential adaptors during the fair held to introduce the 
dissemination projects to teachers, has not been included in the 
grant award. Teachers who have been able to use their school's 
xerox machine and paper supplies to prepare these projects— 
either through special arrangements with their principals or out 
of funds from other grant-funded, school-wide projects that 
cover such expenses—have not had to spend their own money in 
preparing these packets. 
Teachers could also apply for grant awards (between $200 
and $250) to adapt the curriculum projects of the demonstrator 
of their choice and to meet as a group with the demonstrator two 
or three times during the year in which they received the 
adaptor award. The applications for the adaptors required 
teachers to state the activities they wished to adapt, any 
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changes or expansions they wished to make, and a clear and 
precise description of the way in which the $250 they were to 
receive for supplies, materials was to be used. A further 
stipulation of the Boston Impact II grant for adaptors has been 
the requirement that at least $50 of the $250 be used not for 
classroom materials but on their own professional development. 
Allowable expenses in this category included subscriptions to 
professional journals, attendance at professional conferences, 
or memberships to museums or other educational institutions. 
In each cycle, the ratio of demonstrators to adaptors has 
ranged between 1:2 and 1:23. The number of adaptors relative to 
demonstrators increased from approximately 6-8 per demonstrator 
in the first years of Impact II to between 8-23 per demonstrator 
in the 1991 cycle and more recent ones. Despite the increased 
ratio between demonstrator and adaptors, adaptors noted in the 
evaluation study that most demonstrators have consistently shown 
a willingness and capacity to answer all requests and to be 
available for consultation. However, those adaptors who had 
previously participated in Impact II, especially as 
demonstrators, were more likely to report the kind of sustained 
contact with demonstrators available when the ratio of 
demonstrator to adaptor was smaller than those new to the 
system. 
Importance of Competition in Impact II 
The program identifies itself as one that awards 
exemplary practice, an implicit acknowledgment that not all 
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teachers may meet the standards set in the proposal 
guidelines. However, like the NASDC program, exemplary 
practice—the guidepost by which awards are to be granted—is 
never defined nor are any criteria given by which it could be 
evaluated. Unlike NASDC, all of the proposals submitted to 
the Vicinos program, the Bicentennial Commission program, and 
the adaptors of the combined Impact II grants have been 
accepted in the past few years, with the exception of a very 
few excluded on technical grounds or because their submitters 
could not attend the awards ceremony. This is in contrast to 
an approximate 60% acceptance rate of demonstrator grants in 
the first years of the program. 
Overlap between Teachers Active in Impact II and Other Grant- 
funded Programs 
Impact II application forms require prospective teacher 
demonstrators to list all grants they have received, past 
dissemination efforts, and their professional development 
activities. Since teachers with an established track record 
in such programs receive more points on their grant 
application than those who have not previously received a 
grant, the great majority of teacher demonstrators report 
that they have participated actively in Impact II and in many 
other programs, especially Boston Voyages in Learning, Bank 
of New England fellowships and Elementary Mathematics 
Application in Technology. At present, however, there is no 
117 
way of establishing the degree of overlap among participants 
in such programs. 
A number of elementary schools which have been 
especially successful in attracting grant money send 
relatively few teachers to Impact II. This suggests the 
importance of Impact II for those teachers who are not in - 
7)schools with aggressive headmasters or principals 
interested and adept at seeking funding for their schools. 
Information compiled from a questionnaire distributed by 
Impact II to adaptors at the end of the 1990 school year 
gives the following information: 
* 48 respondents or 29% reported receiving one or more grants 
in addition to the Impact II adaptor grant 
* 30 respondents or 18% reported receiving one grant 
* 18 respondents or 11% reported receiving two or more grants 
Trends in Characteristics of Demonstrators and Adaptors 
Between 1984 to 88-89, the profile of Impact II 
teacher/demonstrators closely matched that of BPS teachers as 
a whole in terms of grade level and specialty (Tables 4-7). 
Table 4. Percentage of All BPS Teachers by Level - 1991 
ELEMENTARY MIDDLE HIGH 
47% 20% 33 
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Table 5. Developers - October 1984 
Reqular SPED Bilinqual TOTAL 
Elementary 13 13 3 29 
20% 20% 5% 45% 
Middle 15 4 3 20 
23% 6% 5% 31% 
%in BPS as a w hole 20% 
High 9 3 3 15 
14% 5% 5% 23% 
% in BPS as a whole 33% 
Table 6. Demonstrators - Spring 1986 
Reqular SPED Bilinqual TOTAL 
Elementary 13 13 3 29 
20% 20% 5% 45% 
Middle 15 4 3 20 
23% 6% 5% 31% 
%in BPS as a w hole 20% 
High 9 3 3 15 
14% 5% 5% 23% 
% in BPS as a whole 33% 
Table 7. Demonstrators - 1987-88 
Reqular SPED Bilinqual TOTAL 
Elementary 13 13 3 29 
20% 20% 5% 45% 
Middle 15 4 3 20 
23% 6% 5% 31% 
%in BPS as a w hole 20% 
High 9 3 3 15 
14% 5% 5% 23% 
% in BPS as a whole 33% 
From 89-90 to June, 1991, the profile of Impact II 
teachers, especially demonstrators, did not match that of BPS 
teachers as a whole in terms of grade level or category of 
teacher specialization (Tables 8 and 9). High school SPED 
teachers during that period made up a much higher percentage 
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of Impact II teachers overall and of school teachers in 
particular. More recent figures of teacher participation are 
not available. 
Table 8. Demonstrators - 1989-90 
Regular SPED Bilingual TOTAL 
Elementary 13 13 3 29 
20% 20% 5% 45% 
Middle 15 4 3 20 
23% 6% 5% 31% 
%in BPS as a w hole 20% 
High 9 3 3 15 
14% 5% 5% 23% 
% in BPS as a whole 33% 
Table 9. Demonstrators - April 1991 
Regular SPED Bilingual TOTAL 
Elementary 13 13 3 29 
20% 20% 5% 45% 
Middle 15 4 3 20 
23% 6% 5% 31% 
%in BPS as a w hole 20% 
High 9 3 3 15 
14% 5% 5% 23% 
% in BPS as a whole 33% 
In the case of adaptors, who make up the great majority 
of Impact II teachers, there has been a poorer match between 
those who participate in Impact II and their profile among 
BPS teachers overall (Tables 10, 11 and 12). 
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The number of demonstrators awarded grants in each cycle 
has dwindled, to some extent due to a decrease in funds. Of 
the twenty-two teachers awarded demonstration grants in the 
April 1991 grant cycle, over 50% (13) received demonstration 
grants in 1989. Ten of those 13 had volunteered as 
demonstrators in 1990 and therefore will have served as 
Impact II demonstrators for three consecutive award cycles. 
(It is to be noted that they received no direct compensation 
for participating as demonstrators in the 1990-1991 grant 
cycle although a number of them were chosen as delegates to 
conventions and received other grant-related opportunities.) 
Many of the projects submitted by these demonstrators were 
substantially similar to projects for which they have 
received previous demonstrator grants. Of the remaining nine 
teachers, two had been demonstrators more than two years ago, 
four had been adaptors and two had never before participated 
in Impact II. 
The range of teachers in terms of grade level and 
subject matter who participate in the program has narrowed 
considerably within the past few years. In contrast to the 
cohort of teachers who applied for and were awarded grants in 
the early years of the program, few high school and middle 
school teachers now participate. Those who do so are 
overwhelmingly special education teachers whose work 
orientation and interest in teaching strategies versus 
subject matter more closely resembles that of elementary 
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school teachers who make up the great percentage of IMPACT II 
demonstrators or adaptors. 
New directions inaugurated by Impact II in 1990 were 
designed to increase the diversity of teachers participating 
in the program as demonstrators and adaptors, and to link the 
project more closely with other curricular initiatives and 
grant funded programs within the system. In particular, the 
Vicinos program required the pairing of a bilingual teacher 
with a monolingual teacher and the integration of their 
classes in a joint curriculum project for at least two 
periods a week. Besides encouraging pairs of teachers to work 
together the program requires teachers to attend a number of 
related workshops designed to enhance the participants' range 
of teaching strategies and encourage an appreciation for the 
potential of an integrated program. 
Prior to the introduction of the Vicinos program which 
specifically mandated the pairing of bilingual and 
monolingual teachers and their classes few bilingual 
teachers, especially those whose native language is not 
English, had participated in Impact II. The recent Vicinos 
program, implemented in conjunction with the bilingual 
department, brought in many bilingual teachers whose native 
language is Spanish—almost half of the bilingual teachers 
participating in the Vicinos program—to Impact II. 
The Vicinos program has been significantly different 
from the "traditional” Impact II program in its philosophy. 
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its views of the needs and qualifications of teachers, and 
its demands upon participating teachers. The Vicinos program 
explicitly acknowledges that it is designed to prepare 
teachers for working within a new school environment that 
inculcates a belief in the primacy of bilingual education, 
albeit within a number of formats. The Vicinos program was 
structured around a set of core beliefs: 1) that 
participating teachers need support including explicit 
professional development and 2) that they must adhere to the 
philosophy of bilingual education and specific guidelines to 
implement that philosophy of bilingual education. These 
represent a clear departure from mainstream Iii5)act II which 
has avoided any official adherence to a particular 
educational philosophy, while implicitly challenging the 
norms of the system by encouraging teachers to move beyond or 
outside of those norms. 
CHAPTER 5 
METHODOLOGY 
Overview of Methodology 
The dissertation study sought to answer the following 
questions: 1) why do urban teachers who participate in 
programs that award grants to individual teachers for 
curriculum development and dissemination do so? 2) in what 
ways do they feel their participation has affected how they 
teach, their commitment to teaching, their relationship with 
other staff members, and their sense of efficacy as teachers? 
and 3) how has their participation in the program affected 
their willingness to continue participating in such programs 
as curriculum developers, disseminators and as grantseekers, 
particularly when such grant programs are funded by monies 
coming from private sector sources such as corporate based 
foundations ? 
In recognition of the complex nature of teachers' 
reactions to such programs, a multimethod research approach 
incorporating both qualitative and quantitative data 
collection was used to investigate the perceptions of the 
participating teachers. The primary methodology used was 
return interviews conducted in 1992 with a purposefully 
selected group of fourteen teachers working in the urban 
school system of Boston, Massachusetts, four teachers who 
teach in suburban systems in Massachusetts and one teacher 
who teaches in a rural district. Twelve of the 14 Boston 
125 
public school teachers have been awarded grants by Impact II, 
the local branch of a national program for supporting teacher 
developed curriculum programs. Two were Boston public school 
teachers who have not participated as grantseekers in Impact 
II but participated in similar programs and at the time of 
the interviewing, were participating in a state-wide grant- 
funded program for teacher-leaders for which I served as 
evaluator in 1993. The four teachers who were not Boston 
public school teachers have actively participated in 
grantseeking within the past five years. 
In selecting the group of Boston public school teachers 
to interview for the dissertation, I attempted to achieve 
diversity in terms of race, sex, class background, type of 
student taught, and level of school. The selected participant 
group was not meant to be, nor is it, a representative sample 
of all teachers working in the school system, since the 
overall profile of participating teachers does not fit that 
of the school system as a whole, and the small number of 
teachers interviewed did not permit a representative sample 
of the many different groups of teachers working within the 
system. 
Use of Data from Previous Evaluation Study 
The research undertaken in the dissertation study 
expands upon an evaluation study I conducted during the 1990- 
91 school year for the funder of a professional development 
program awarding grants to individual teachers. In that 
126 
study, I briefly interviewed 30 teachers who had agreed to 
participate in the evaluation process and asked them to fill 
out a short, factual questionnaire including questions on 
number of years taught, number of grants they had received 
through the program, and other grant programs and 
professional development programs in which they had 
participated. (See Appendix A for a copy of the 
questionnaire.) Thirty of these teachers were active in 
Impact II, 10 had not received Impact II awards or any other 
grant awards, nor had they applied to do so. I included 
teachers teaching on all levels and in regular education, 
special education, and bilingual classes in the interview 
sample for that evaluation study, with the great majority of 
teachers being veterans of over 15 years' experience. The 
group of interviewees included teachers working in schools in 
which at least three teachers had received IMPACT II grants 
within the past three years and schools in which the 
interviewee was the sole recipient in the past three years. 
The group of interviewees was also designed to match the 
racial/ethnic profile of BPS teachers. 
Of the 30 teachers interviewed for the Impact II 
evaluation study, 
* 50% taught in schools in which at least four other 
teachers had received Impact II grants; 
* seven were African American, four were Latina, and 19 
were white; 
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* four were native speakers of Spanish and twenty-six were 
native speakers of English; 
* twenty two taught on the elementary level, six on the 
middle school level, and two on the high school level; 
* twenty six were women and four were men; 
* six taught in bilingual classrooms; 
* four taught special education classes including two 
bilingual special education classes; 
I used the data collected from the 30 teachers to inform 
my understanding of individual teachers' experiences in 
Boston with Impact II and other such programs, as well as the 
impact of such programs on teachers who do not participate 
and the reasons for their non-participation. I contacted the 
teachers I interviewed for the evaluation study and received 
their permission to use the data from their individual 
interviews as background for the development of an interview 
guide for the smaller group of teachers to be re-interviewed 
for this study and as data for this dissertation study. These 
teachers were asked to sign an informed consent form granting 
me this permission. Twelve of these teachers also agreed to 
be re-interviewed for the proposed study. (See Appendix B for 
the informed consent form.) 
In addition to using the data from the teacher 
interviews conducted during the evaluation study to inform 
the dissertation, I used other data from the evaluation study 
as background for this study. As the evaluator of Impact II, 
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the grant program which I was evaluating, I was granted 
access to all evaluation forms developed, distributed and 
gathered by the grant program (none of which had been 
analyzed by the program) and copies of all available grant 
applications and reviewers' notes. I was invited to and 
attended all the required meetings of the grant applicants 
and recipients, and to a number of optional meetings. In 
addition, I conducted interviewees with ten principals and 
central office administrators of the school system including 
the administrator assigned to Impact II. I also interviewed 
funders of this program to provide additional background and 
as part of their agreement in requesting the evaluation. 
As Background Information To Develop Interview Guide. I 
used the data gathered during the evaluation study in two 
primary ways. One way was as background information that 
helped me formulate questions, better understand how teachers 
answer various questions, and as a check against the 
information teachers conveyed about the program. The second 
way was as information that was presented to teachers for 
their comment and interpretation. 
For example, I requested and was given lists of all 
grant recipients since the inception of the grant program in 
1983. Using that information, I compiled a master list, 
categorizing the teachers according to the information 
available on those lists in terms of type of teacher—regular 
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education, special education or bilingual; elementary, middle 
or high school; and subject matter taught. 
From the demographic profile, I was able to determine 
the fact that high school teachers are underrepresented among 
Impact II teachers, as are teachers working in schools that 
have received large and numerous whole-school grants. The 
list also makes clear the fact that male teachers, bilingual 
teachers whose native language is not English and non-tenured 
teachers are underrepresented while special education high 
school teachers and elementary school teachers are 
overrepresented. 
I used the demographic profile completed at the end of 
the evaluation study to develop questions about the appeal 
and effect of grant programs targeting individual teachers or 
different groups of teachers and on the system as a whole. 
Such questions were particularly relevant in light of the 
fact that the stated aim of the Impact II program has been to 
serve as a major means of delivering professional development 
services to BPS teachers and as a means of raising the morale 
of teachers within the system. 
Despite the lack of hard evidence about who in fact 
participated in Impact II, during the evaluation study 
teachers and administrators had definite feelings about who 
did and did not participate in the program, and by 
implication who was and was not involved in professional 
development and its effect on morale. Anecdotally, many 
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administrators and teachers would comment, "You always see 
the same people participating in Impact II." This statement 
usually was followed by one of two comments. Administrators 
and teachers not active in the program speculated on ways in 
which the program somehow discouraged certain groups of 
teachers from participating in the program. Teachers active 
in the program did not speculate on why there seemed to be a 
set group of Impact II teachers, but they did speak with 
admiration and respect about individual teachers who did 
participate, stating that such teachers were exceptionally 
dedicated, resourceful teachers. 
The extent to which teachers who have been active in 
the program and described by it as teacher-leaders were aware 
of the profile and concerned about its implications was an 
important part of the interview. I asked interviewees what, 
if anything, they think characterizes teachers, themselves 
included, who are active in Impact II. I anticipated that 
some would categorize Impact II teachers according to 
personal characteristics such as initiative, creativity, 
dedication to professional development. Others I assumed 
would emphasize demographic features of Impact II teachers as 
a group—teachers who teach in schools which encourage 
grantseeking, or teachers who work in elementary schools. 
For those teachers who emphasized personal 
characteristics, I presented information provided by the 
demographic profile and asked questions about why the 
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interviewees believed the particular demographic profile had 
developed and how interviewees thought such a profile 
affected their own status and effectiveness as teachers. In 
this way I sought to determine if, along with their emphasis 
on the individual worth and initiative of teachers awarded 
Impact II grants and similar ones, the participants were 
sensitive to and interested in the way this kind of grant 
program, administered within their particular school system, 
encouraged or discouraged different groups of teachers from 
participating in the program and how they felt the system 
regards teachers who have been active in such programs. 
Use of Demographic Profile in Developing Questions on Effect 
of Impact II on Teachers" Interest as Grantseekers 
I also used the demographic profile to develop lines of 
inquiry that examined how the structure of the program itself 
encourages or discourages certain groups of teachers from 
taking on the role of grantseeker. Although information on 
race does not appear on program records, feedback from the 
director of the program and attendance at program meetings 
had made clear to me that teachers of color are 
underrepresented. In a system that by court order must keep 
records by race and program, the significance of the 
program's not having kept such lists, developing such 
profiles, or publicizing the profile developed in the 
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evaluation study bore examination and reaction from teachers 
who are active in the program. 
Based on the interviews conducted with teachers during 
the evaluation study, I anticipated that African-American and 
Latino teachers would raise the issue of race/ethnicity as 
significant to their experience within the grant program and 
others would not. Similarly, I anticipated that native 
speakers of languages other than English would note the 
importance of language of origin to their participation, 
while native speakers of English would not. This has special 
significance in a school system in which teachers are 
continually bumped from school t school and laid off 
according to race, language of origin, and area of 
specialization. The antagonisms that accompany the massive 
layoffs and reshuffling of school staffs according to race 
have meant that some teachers are looking for a way of 
proving their own importance to the system when the system as 
a whole and many staff within it appear indifferent to the 
contributions of individual teachers. 
One set of questions included in the series of 
interviews for the dissertation study probed teachers' 
reflections on the racial balance of teachers involved in 
such programs and the effect of that balance on their sense 
of affiliation or lack of affiliation with other Impact II 
teachers. Since direct questions on race are taboo in the 
Boston public school system [an obvious example being the 
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insistence of Impact II staff not to ask for race or language 
of origin on its grant applications, their anger at my asking 
___ for such information and their reluctance to provide such 
information to me), I had to approach questions on this 
subject with sensitivity to the race of the teacher and my 
own race, white. In all cases I first asked what kind of 
teachers they felt were attracted to Impact II and other such 
programs and if they felt that any group of teachers were 
underrepresented in such programs. Depending on the answer of 
the teacher, I mentioned the profile of the teachers that 
emerged from the master list I had developed for Impact II 
and the fact that teachers of color and non-native speakers 
of English were underrepresented in the program, along with 
high school teachers and men in general. I then asked for 
their response as to why they thought that was so and the 
impact of the pattern of underrepresentation on the system 
as a whole and their own work as teachers. I noted their 
responses and whether the teachers' answers to direct 
questions indicated an interest in pursuing the issue or 
curtailing discussion on it, and any follow-up on that topic 
if it did occur. 
Development of Questions for Interview Guide on Role of 
Previous Grantseeking Activities in Teachers * Lives 
An analysis of the questionnaires distributed to 
teachers interviewed for the evaluation study also revealed 
the fact that teachers who are considerably active in Impact 
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II as disseminators/developers have invariably participated 
in other grant-funded programs as individuals and that a 
network of teacher/grantseekers has developed among these 
teachers. Several mentioned the help they had received from a 
university consultant in filling out their original grant 
applications one described how she used materials and 
teaching strategies developed at a university based 
curriculum workshop as the basis for her Impact II project. 
Another recounted her experience as an adaptor as the jumping 
off point for a similar program she submitted to a state-wide 
program through which she was awarded a year-long sabbatical. 
In the dissertation study, I asked teachers to tell the 
story of their lives as grantseekers or participants in 
professional development activities before, during, and after 
their involvement in Impact II. Since the program in its 
application required teachers to submit projects for which 
they could claim individual development, I also asked 
teachers to describe the importance they assigned to 
originality and to a sense of exclusive ownership of an idea 
or concept in the tradition of established professionals. We 
also explored the extent to which such exclusivity on their 
part or on the part of other teachers affected the 
willingness of teachers to participate in school-based, 
department based or system wide curriculum development. 
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Categories of Topics Included in Interview Guide 
Based on the brief preliminary interviews conducted 
during the evaluation study, I developed an interview guide 
that included the following categories: 
1) Role of grantseeker as different from or intrinsic to 
the job of an effective teacher 




As ambassador for system or school or program 
As participant in professional development 
activities 
2) Degree to which attitudes toward remaining in 
teaching have changed as a result of their 
participation 
Pursuit of other grants 
Reasons for pursuing other grants 
Networks created through grant-supported contacts 
3) Overlap and possible conflicts between individual 
grants and school-based grants 
4) Leverage garnered by individual teacher through 
successful grantseeking 
With administration of their school 
With fellow teachers 
Within system as a whole 
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Effect on status within school and system 
5) Effect of feedback 
From other participants 
From review board 
Degree of controversy teachers include in 
curriculum material 
6) Extent to which teachers see programs as meritocratic 
7) Extent to which they see them as available to all who 
apply 
8) Money available for purchase of classroom materials 
Amount of money available in past and present 
Distribution of materials within school 
Degree to which money can be used at their own 
discretion 
Timeline for spending budget 
Effect of fiscal tightening of budget on teaching 
9) Definition of teacher's community 
Degree to which group of grantseekers overlaps 
with friendship and professional community 
Networks created by grant program 
10) Money spent by teacher from own pocket 
Preparing grant application teaching program in 
own classroom 
Disseminating to other teachers 
11) Time spent by teacher 
Preparing grant application 
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Preparing curriculum and workshop materials 
Disseminating to other teachers 
Meeting as a network with other teachers 
12) Conflicts between individual grants and school-based 
grants 
13) Attitude of school administration to teachers as 
grantseekers 
Direct or indirect support 
Lack of support 
14) Process of filling out grant application 
Assumptions about what would be successful 
application 
Usefulness of process 
Carryover to other areas of teaching or personal 
life 
Difficulties encountered 
Help or feedback received and from whom 
15) Desire to participate in other entrepreneurial 
models 
16) Reasons for companies being interested in funding 
these programs 
Attitude toward funders 
17) Influence specific topics required by grants has on 
what they choose to develop as curriculum project 
18) Other professional development activities 
Similarities and differences to Intact II 
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Reasons for their participating or not 
Effects on their teaching and commitment to 
teaching 
19) Marketing of grant ideas 
Concern for the marketability of their project 
Type of teacher to whom their program would 
appeal 
How teachers choose titles 
Packaging of grants and finished products 
Who their market is 
Publicity garnered for individual teacher 
through grants 
Reaction from other teachers and principal 
During the course of the interview series, new 
categories of questions emerged based on the responses 
of participants. These included: 
1) Changes in assignment as a result of grantseeking 
2) Effect of court order on sense of mission 
3) Model of teaching based on their own schooling and 
family and community educational norms 
These new categories were incorporated in an expanded 
interview guide used with all interviewees. 
Selecting Interviewees and Gaining Access to Them 
The primary data gathering method for the 
dissertation study was return interviews with a 
purposefully selected group of BPS teachers who were 
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participants in the earlier evaluation study. The 
purposefully selected group of teachers chosen as 
teacher interviewees (Table 13) reflected the diversity 
of experiences and backgrounds of teachers working in 
the school system who have participated in the grant 
program which is the focus of the proposed study . 
The participants included; 
1) eight BPS teachers (out of the approximately 200 
teachers who have received at least two such grants) 
who have received at least four Impact II grants of 
which at least two have been disseminator/developer 
($500-750) grants; 
2) four BPS teachers who have received either 
one or two adaptor ($250) grants out of the 
500 teachers who fit that category of grant 
recipient. 
I first approached each of these 12 teachers by 
telephone, explaining the purpose of the interview series, 
the amount of time required, the sequence of interviews, and 
the confidential nature of the data gathered by the interview 
process. Once they indicated a willingness to participate, I 
arranged a time to meet with them at the time and place of 
their choosing. (One teacher I approached chose not to 
participate. I did not ask why and she did not give me this 
information.) At the first meeting, I reviewed the informed 
consent form with the teachers and obtained their signature 
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before beginning the actual interview process. 
Table 13: Characteristics of BPS Interviewees Re-interviewed 
Note: The characteristics are defined in the following ways: 
^School = School has few teachers involved in Impact II or 
many teachers involved in Impact II or similar prograuns. 
bRace = Race of teacher is African-American, Hispanic, or 
White as designated by coding of Boston public school 
personnel reports, 
csex = Male or female 
dLevel = Kindergarten, elementary, middle school or high 
eprog = Classification of education program in which teacher 
teaches designated as either regular education, special 
education or bilingual 
fInvolvement = Demonstrator, adaptor, or no involvement 
Sch.a Raceb Sexc Leved Proge Invof 
Tea. 1 Many White F Elem. Reg. Demo. 
Tea. 2 Few Af-Am. F Elem. Reg. Demo. 
Tea. 3 Many Hispa. F Elem. Spd/Bi Demo. 
Tea. 4 Many White M Elem. Bi. No 
Tea. 5 Many Af-Am. F Middle Reg. Demo. 
Tea. 6 Few White F Elem. Reg. Demo. 
Tea. 7 Many White M Middle Spd/Bi Demo. 
Tea. 8 Few White F Kind. Bi. Adap. 
Tea. 9 Few White F High Reg. Adap. 
Tea.10 Few Af-Am. F Elem. Reg. Demo. 
Tea.11 Many White F Elem. Reg. Adap. 
Tea.12 Few White F Kind. Bi. Adap. 
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I supplemented the data collected through the interview 
process with these 12 teachers with data gathered from an 
evaluation I conducted in 1993 for the Massachusetts Academy 
for Teachers. The Academy was a state-wide professional 
development program in which teachers competed to be selected 
as exemplary teacher-leaders and to participate in a year and 
a half long enrichment program and leadership academy. As 
part of the evaluation for that program, I developed an 11 
page evaluation form and demographic survey which provided 
detailed demographic information about their past and present 
teaching situations, recent professional development 
activities, all grants they have received within the past 
five years, and significant details about their career and 
educational histories. The evaluation form was filled out by 
112 teachers of the 125 teachers selected for that program. A 
number of the questions on the survey specifically targeted 
these teachers' experiences as grantseekers. 
Statistically, these teachers differed from the Boston 
Impact II teachers taken as a group in some important ways. 
Only 8% were teachers of color, while unofficial percentages 
of Boston Impact II teachers of color is between 25-30%. 
Forty percent of the Academy teachers taught in high schools, 
a far greater percent than Impact II teachers. Fifty seven 
percent of the academy teachers taught in suburban districts 
and another 10% in rural districts. Fifty one percent of 
these teachers have received at least one professional 
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development grant within the past five years, with 36 percent 
receiving three or more. Fifty seven percent of these 
teachers work in suburban districts, and 10 percent in rural 
districts. Eight percent of the teachers are minority, the 
great majority of whom work in urban school districts. 
By correlating teachers' responses to open-ended essay 
questions about grantseeking and its role in their 
development as teachers with the demographic information they 
provided, I was able to gain a more complete picture of the 
similarities and differences in the Boston teachers' 
responses to grantseeking and the responses of teachers 
working in other urban districts as well as those working in 
suburban and rural districts within the state. 
Selection of Interview Subjects Among Teachers Not 
Participating in Previous Evaluation Study 
In addition to developing and analyzing an evaluation 
form and demographic survey for the state-wide program, I 
conducted interviews with six participating teachers, two of 
whom work in Boston. The project itself chose the teachers to 
be interviewed, pulling their names out of a hat from all of 
the teachers who participated in the program. All of these 
interviewees had been previously interviewed twice by a 
researcher who had worked as the evaluator of the project for 
the first year of its year and a half existence. She then 
left the project. The project asked me to take over the 
evaluation. I agreed to do so with the stipulation that I 
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could use the data I gathered for the evaluation study as 
part of my dissertation study, and so informed all 
participants in an announcement made to the entire group of 
125 teachers participating in the state-wide program and in 
introductory sessions I held with the six teachers I would 
interview for the evaluation. One of the BPS teachers 
interviewed who participated in the state-wide program is an 
African American woman who teaches in an elementary school, 
the other is a white man who teaches in a high school. The 
four teachers who do not work in Boston—two white women and 
two white man—teach in suburban school systems and a rural 
school system. 
Each of these six teachers signed an informed consent 
form in which they agreed to let me use the interview data I 
collected from them as part of the evaluation study in my 
dissertation study, with the understanding that the 
interviews would explore their experiences as grantseekers, 
the personal and professional background they brought to 
grantseeking, along with their experience within the state¬ 
wide program. 
The suburban teachers, cited above, whom I interviewed 
include teachers who have been active in competitive grant 
programs available to teachers as individuals and/or as 
members of a team. Preliminary data from the evaluation 
report and other reports had suggested that teachers in urban 
school systems are attracted to programs such as IMPACT II 
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because of the small to nonexistent budgets they have for 
materials and supplies and because of the lack of 
professional development activities sponsored by and/or 
budgeted by their own school system, as opposed to more 
affluent school systems that have experienced a cutback in 
such line items but who still retain some budget for them 
[Hart, 1992? Malcolm, 1991]. Investigating the ways in which 
suburban and rural teachers' experience and attraction are 
similar to and different from those of BPS teachers in 
programs such as Impact II or other professional development, 
grant-funded programs helped sharpen my understanding of the 
special appeal, if any, such programs have for urban school 
teachers. 
Interview Protocol 
The study assumed that teachers bring to the grant 
program a complex set of beliefs and practices that have 
emerged from a myriad of historical and context specific 
experiences [Carew and Lightfoot, 1979]. My own previous 
interview experience indicates, however, that teachers, like 
most Americans, are reluctant to consider how their own past 
experiences and present social structure are part of a larger 
historical context [Freedman, Jackson, and Boles, 1983]. 
Critical educational theorists, as the discussion in the 
literature review makes clear, posit that modern day society 
isolates and dichotomizes information and insights gained 
from experiences in one social context from those gained 
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through experiences in different social contexts. Asking a 
teacher about her personal life may seem unnecessarily 
intrusive in an interview that is seen as concentrating on 
professional development, especially since professional 
behavior is often defined as not allowing anything seen as 
personal to intrude upon decisions or actions. Even how one 
defines what is considered personal—race for example—can 
effect reactions to questions and candor [Yans-McLaughlin, 
1990]. 
No less significant is the experience of participating 
in Impact II itself—the extent to which that program 
encourages teachers to make connections for themselves and 
their students about ways of learning and how society and the 
schools structures that learning for different groups of 
students and teachers. If conflict is routinely buried, 
suppressed, or discussed in codes, then simply to ask about 
any possible conflicts becomes more than a question eliciting 
information or opinion [Apple, 1990]. It may well be viewed 
as a threat or implied criticism. As the interviewer, I may 
create or elicit an insight or shut down further responses by 
the way I juxtapose issues, or by simply being the first 
person to ask for factual information or an opinion about a 
particular issue. 
Few studies, including qualitative studies based on 
teacher interviews, have asked teachers to connect past and 
present practice with the specific circumstances of their 
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school as influenced by a complex of social issues in their 
own lives, the lives of their students, and American society 
in general. Fewer studies have analyzed the lack of such 
connections in the answers given to questions such as why 
they teach, how they have changed as teachers, and what have 
been their greatest influences. No studies have been reported 
in the literature that ask teachers to discuss their role as 
grantseekers. 
Since to some extent the issues which teachers will be 
asked to discuss during the proposed dissertation study 
represent new fields of inquiry, it was important that I 
allow the interviewees time to explore their reactions to the 
questions asked and to feel comfortable discussing them with 
someone who essentially is a stranger. The contradictions 
that inevitably arose from this method of interviewing, the 
way the teacher talked about an issue in one context and the 
way she discussed it in another, proved especially fruitful 
for discussion with the teacher and in the analysis of the 
interview data. For this reason, I interviewed each teacher 
at least two times, generally for an hour each time, 
conducting three interviews with nine of the teachers who 
participated in the study. In this way, I was able to 
approach each of the topics in a variety of ways, giving 
teachers time between interviews to consider the topics we 
had covered, something that would have been impossible if I 
had interviewed each teacher once, no matter how long the 
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interview. Depending upon the situation, I summarized the 
contradiction, presented it to the interviewee, and asked for 
a possible clarification. Another method was to accept the 
information or opinion given, and in my analysis, attempt to 
abstract from the totality of information received a set of 
connections that would together make whole the disparate 
statements. The multiple interview process also gave me 
greater scope for raising issues with individual teachers 
that had been introduced by other teachers in the course of 
the interview process. 
Generally, I began by asking factual closed-ended 
questions and continued until a complete description of the 
event or issue was obtained. I then retraced the same 
material with a more open-ended approach to ascertain the 
perceptions and opinions of the teacher that the topic had 
elicited. One technique I used was to ask the interviewees to 
think of their work as occurring in a series of concentric 
circles—the classroom, the school and the school system—and 
to consider how events and reactions occurring in each of 
these areas affected the others. Another method of follow-up 
I used was to connect the topic of immediate concern with a 
similar or tangential issue developed in a previous 
interview. 
The first part of the interview series with each teacher 
explored the historical and context specific experiences that 
shaped the teachers' attitudes and beliefs about teaching 
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before they participated in the grant program in order to 
understand what factors influenced their decision to 
participate in the program and what their original 
expectations were about the program and their role as 
grantseeker. For each topic introduced pertaining to Impact 
II, I asked interviewees how they felt about issues 
pertaining to that topic prior to or outside of their 
participation in Impact II and what were the experiences that 
formed the basis for those opinions. 
I included questions and probes in this part of the 
interview that asked for factual information and reflections 
on their present and past family and community backgrounds 
and how they influenced their career choice and views on 
education, their own education both formal and informal up to 
and including teacher training, early teaching experiences, 
and important landmarks in their teaching careers. 
In the second part of the interview series, I asked 
teachers how the structure, experience and follow-up to their 
participation in the program and ones similar to it changed, 
if at all, their teaching and their commitment to teaching. 
The interviews also examined the extent to which these 
teachers encourage such discussions among their fellow 
teachers as part of the development of a teacher to teacher 
network and the way the program itself encourages or 
discourages such discussions. Such questions are linked to 
the reformers' views on the importance and possibility of 
149 
school-based management, particularly since a number of the 
teachers work in schools that are participating officially in 
the School-Based Management program incorporated into the 
most recent BPS contract. 
Data Management and Analysis 
I tape recorded each interview in its entirety, as well 
as wrote notes during the course of the interview. Within 48 
hours of each interview, I listened to each interview, 
summarized its contents, and coded it under the categories of 
questions asked during the interview. I noted for each 
section coded in the interview whether it was a solicited or 
unsolicited remark, typical or atypical, and if this 
represented the first time that the topic had been 
introduced. Any topic not previously included in the list of 
questions or issues was added in an on-going process of 
updating the interview outline. 
In this formal account, I also wrote down my perceptions 
of how the data collected in this interview compared and 
contrasted with data collected during previous interviews 
with this interviewee and with others. These data were coded 
under a series of emerging conceptual categories linking 
details in one specific situational category to actions and 
events in others. As the interview process yielded an 
increasing volume of data, these notes were themselves 
categorized and formed the basis for the analytical section 
of the study. Those portions of the interview that contained 
150 
specific and concrete examples of the interview guide 
categories were transcribed verbatim. They also were coded 
and filed under the relevant portion of the interview guide 
and the emerging conceptual categories. 
Using the Biographical Approach in Analyzing the Data and 
Writing the Final Analysis 
The three central questions the study sought to answer 
about teacher/grantseekers were: 1) why do those urban 
teachers who participate in such programs do so? 2) in what 
ways do they feel their participation has affected how they 
teach, their commitment to teaching, their relationship with 
other staff members, and their sense of efficacy as teachers? 
and 3) how has their participation in the program affected 
their willingness to continue participating in such programs 
as curriculum developers and as grantseekers? 
To answer these questions, I have used data from repeat 
return interviews I conducted with 12 teachers presently 
teaching in the Boston public schools, nine of whom have 
received grants from Impact II, the professional development 
program which awards funds to teachers for developing, 
disseminating, and adapting curriculum materials and three of 
whom have received other individual grant awards. It is from 
these interviews and data I gathered during the evaluation I 
conducted for Impact II that I have generated the case 
studies presented in this chapter, the development of which I 
describe below. 
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During the interviews, each teacher described a complex 
history of the grantseeking experience as part of her history 
as a teacher—of breaking old molds and of discovering new 
ones, of pride and humility, of a growing sense of community 
and a desire to move beyond the narrow confines of any one 
community. Each set of interviews thus contained the richness 
of the contradictions, conflicts and a coming to terms 
specific to each teacher's situation. 
I analyzed the data from the interviews by placing each 
teacher's remarks about her experience as a grantseeker 
within the particular context in which she works and the life 
history she brings to her teaching. Many times the particular 
choices the teacher made and the perspective she held made 
sense only after going over a detailed description of the 
series of events covering her entire career in teaching, 
drawing out the particular chronology and circumstances 
leading up to the decisions the teacher had made, and probing 
how she felt about the results of those decisions and what 
she anticipated doing next. 
Often, I asked for feedback on topics raised by other 
interviewees so that I was able to pursue interesting 
questions that developed during the course of the interview 
series and to introduce themes important to one teacher that 
were not raised by another. Frequently, these unanticipated 
discussions were the most intriguing, as they led to a newly 
considered and in some instances, unguarded response. If 
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another teacher had broached the topic, it no longer appeared 
as taboo as it had seemed, and the back-of-the-mind thoughts 
that had formed long ago came forward, were discussed and put 
into the context of the teacher's work in grantseeking. 
During these moments, the interviews "broke the silence" 
that the teachers reported was a pervasive part of school 
culture. Other times it was clear that there were areas I 
could not pursue further, especially those that shifted from 
the teacher's professional life to her personal life. I 
frequently sensed that the two greatly affected each other, 
but I also recognized many times that the rapport I had 
established when discussing teaching issues would disappear 
if I veered from the focus on their professional life and the 
role of grantseeking within it. Other times, when the 
interview began to move toward topics in which the teacher 
seemed to be different from other teachers with whom she 
worked—either because of race, class, school assignment or 
the awards she had won—I felt we were moving beyond the 
boundary that the teacher had wanted to maintain. These 
moments illustrated just how silences are established and 
maintained. 
Another factor that contributed to a kind of awkwardness 
during the interviews was the fact that while the teachers 
who were interviewed for this study had been asked many times 
for their opinion about individual grant programs, and indeed 
expected and wanted to voice their opinion about the various 
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grant funded programs in which they had participated, no one 
had ever talked to them about grantseeking as a phenomenon. 
Indeed, no one had ever defined it for them as a topic worth 
talking about and considering. In doing so, we were breaking 
new ground during each interview. The interview process 
became, in part, a search for ways beyond and outside the 
categories used to discuss individual grants and their role 
in teachers' lives to categories and themes that better 
identified and represented grantseeking as a phenomenon. 
I next organized the data according to categories I had 
developed in designing the study and those that emerged in 
the course of the interviews. In my effort to understand her 
story as a grantseeker and convey it as accurately as 
possible, I then created detailed biographies of each of the 
teachers in their role as grantseekers, given the obvious 
constraints of the information I gained during the interview 
process. As a group these biographies began to reflect a 
general picture of teachers' grantseeking, with the 
similarities and differences understood in the context of 
their specific career histories and common experiences 
working in a single urban school system. 
For myself as a researcher, constructing the individual 
biographies of these teachers as grantseekers, in conjunction 
with an awareness of and attention to the broader context in 
which the teacher acts, thinks and feels, became a powerful 
means for helping me gain an understanding of why things 
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happen the way they do in the working lives of teachers and 
in presenting the findings to others. I considered using this 
approach in presenting my findings because it allows an 
outsider reading the material to recognize the complexity of 
another person's world and the way their responses and point 
of view together build their world [Yin, 1984]. Such an 
approach has the potential to dispel stereotypes and prepare 
the reader for a more sophisticated approach to the issues 
raised. 
While the construction of the individual teachers' 
biographies as grantseekers provided the framework for 
organizing and analyzing the data from the interview series, 
I have chosen not to use the actual biographies I constructed 
as the primary means of presenting my findings because of a 
major drawback inherent in this approach. Even if the 
individual biography method, as I applied it for the purposes 
of the study, has succeeded in presenting a sensitive and 
accurate portrayal of an individual's experience as a 
grantseeker, its publication can remove the confidentiality 
of those whose stories the researcher is telling—an 
important criterion for their agreeing to participate and a 
reason for their discussing certain issues and points of 
view. 
Many of these teachers, by virtue of the grants they 
have received and the publicity the foundations awarding the 
grants have generated about them and their projects, are far 
155 
better known in their district to the general teaching 
population, to administrators, to teacher training 
institutions and to professional development projects than 
the majority of teachers. Their very prominence and 
relatively small number may, in a study in which the data are 
reported through the use of individual biographies, deny them 
the power to decide for themselves if, when and how they want 
these issues to be raised publicly and connected to them 
personally. Moreover, this method has the potential to 
attract attention to the person whose story is told, 
especially among those who might be able to identify her, 
instead of to the central issues that the stories as a whole 
raise. 
I have chosen therefore to construct three composite 
biographies based on the interviews I conducted with Boston 
teachers active in' Impact II as a way of conveying the 
complex relationships these teachers described and their 
impact on the teachers' lives. As Connell emphasizes in 
Teachers' Work it is important "to convey in the published 
report the sense of biography, the way things hang together 
and take shape (and sometimes fall out of shape) in teachers' 
lives” [Connell, 1985, p.3]. Following his example, I have 
constructed the three biographies—a Latina woman teacher, a 
white woman teacher and an African American woman teacher— 
from details which have come primarily from the interviews 
with the nine teachers active in Impact II, supplemented with 
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information and perspectives drawn from interviews conducted 
during the previous evaluation study. In each biography, the 
condosite draws from interview data taken from teachers who 
are members of the same racial/ethnic category. 
I chose race/ethnicity as the organizing category by 
which I constructed the composite biographies in order to 
convey what emerged from the interviews as a critical 
variable in these teachers’ experiences as grantseekers. The 
family and cultural backgrounds of these teachers, recalled 
by the interviewees as rooted in their racial/ethnic and 
linguistic backgrounds, interacted with and in many cases 
were reinforced by the policy decisions of the Boston public 
school system in regard to its teaching staff and the 
opportunities available to them. All of the teachers spoke of 
the history of racial, ethnic and linguistic divisions among 
teachers and students and the way these divisions have 
affected many of the job opportunities available to them as 
teachers. Grantseeking is one such opportunity. 
That is not to say that teachers who identified 
themselves as being a particular race, linguistic or ethnic 
background felt differently about their experiences as 
grantseekers than teachers of other racial and ethnic 
backgrounds. In fact, this was not the case at all. There was 
a remarkable unanimity of opinion among all the active 
grantseekers in their sense of how these grants have affected 
them as individuals and the system as a whole and in their 
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willingness to participate as grantseekers. This unanimity is 
reflected in the composite biographies in the way the 
attitudes of one teacher in regard to her own experience as a 
grantseeker echo and reinforce those of others with similar 
as well as different racial/ethnic backgrounds. 
To some extent the similarities among the teachers who 
are active grantseekers may explain this unanimity. In some 
important aspects, the decision of the teachers I interviewed 
to participate as grantseekers reflects both their own 
socialization and the historic role gender has played in 
shaping the constraints and possibilities available to women 
of different races, ethnic groups and with different family 
responsibilities teaching in Boston within the past 20 years. 
All the teachers featured in the composite biographies are 
women, as are the majority of Boston teachers most active in 
Impact II. All are elementary school teachers, who constitute 
the largest group of grade level teachers active in Impact 
II. In keeping with the normative portrait of Boston teachers 
active in Impact II, all the teachers whose life histories 
are used to construct the biographies are between 35 and 50 
years of age, with the majority being in their mid to late 
forties. Most are single. None is involved presently in 
raising young children, either because their children are now 
/ 
adults or because they never had children. 
The one major difference that did emerge among the 
teachers most active in Impact II was the circumstances that 
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drew them into grantseeking, circumstances that are rooted in 
the racial and ethnic history of Boston that continue to 
affect their work as teachers and their specific experiences 
as grantseekers. Moreover, as each teacher's interview series 
drew to a close and teachers were asked to consider the 
effect of grantseeking on other teachers, and the system as a 
whole, interviewees answered in ways that emphasized the 
importance of their own identity as Latina, white, or African 
American on their attitudes towards grantseeking and their 
reasons for participating in grant-funded programs. By using 
the categories of race, ethnicity and language of origin to 
construct the composite biographies, I have been able to 
trace this important variable in teachers' careers, 
particularly its impact on their experiences as grantseekers. 
I constructed the composite biographies with the hope 
that they would illustrate and do justice to the significance 
of these themes and the subtleties of each teacher's 
relationship to them. In constructing the three biographies, 
I chose excerpts from teachers' interviews that expressed 
similar points of view and illustrated common experiences 
among the teachers in the same racial/ethnic category, 
although the details of each teacher's experiences were, of 
course, differed depending upon the particular family 
situation, school placement and other site-specific details 
of each teacher's personal and professional history. 
159 
The three composite biographies by no means tell the 
whole story of these teachers' professional lives, of all the 
teachers I interviewed, or of all teachers who are active 
grantseekers. Nor do they necessarily tell the story of each 
teacher's grantseeking as she herself might tell it, without 
the imposition of an interviewer selecting questions, 
providing a focus, and probing for follow-up. My own interest 
in investigating grantseeking as a phenomenon, rather than 
concentrating on the effect of individual grants on teachers, 
is in direct contrast with, as I stated earlier, they way 
teachers, funders and many others normally view the grant 
process. Moreover, the rewards these teachers receive as a 
result of their participation in the grantseeking process, 
despite the drawbacks they realize to be part of that 
process, understandably encourage them to minimize any public 
attention to the negative aspects of grantseeking. In this 
regard, teachers are no different from any other group of 
grantseekers. 
The biographies, therefore, are the product of my own 
selection and arrangement of the information they gave me, 
based on my interests and background as well as the insights 
and information the teachers themselves selected from their 
many years of teaching and the background they have brought 
to their teaching and most particularly, their grantseeking. 
As composities, each of the three biographies draws on 
details that come from a number of people's interviews. I 
/ 
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have also changed a number of non-essential details, 
including the teachers' names, in order to maintain the 
confidentiality of the interviewees while seeking to preserve 
the essential features of their stories. 
Writing a biography or life history is a kind of 
storytelling. As a storyteller, I chose where to begin and 
where to end each story, just as the teachers themselves 
selected details from their lives to tell me. In doing so, 
they emphasized some themes and minimized others, casting and 
re-casting their pasts to fit their present situations. A 
friend of mine, to whom I was talking about this study, told 
me something she heard in a seminar she once attended. "The 
mark of a healthy person is the ability to tell a coherent 
story of one's life, and to tell it differently at each stage 
of life." In reviewing the interviews, it is clear to me that 
the teachers I interviewed are doing that kind of work, 
struggling with a way to reconcile and honor what they value 
from their past with their present status as teachers and as 
grantseekers. I have caught the teachers at a particular 
moment in their stories, when they have matured as ^ 
grantseekers and have a number of experiences upon which they 
can draw to construct their history as grantseekers. I hope 
that the order, selection and analysis I provide will 
encourage others, most particularly teachers, to create their 
own stories and to raise their own questions about the role 
of grantseeking in teachers' lives. The choices I made in 
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constructing their stories reflect my own understanding of 
grantseeking that developed in the course of studying this 
topic. 
CHAPTER 6 
ANALYSIS OF THE DATA: CAREER BIOGRAPHIES OF THREE 
GRANTSEEKERS 
Maria Santos, Latina Bilingual Teacher 
I was just a few minutes early for my interview with 
Maria Santos, a bilingual teacher, but I could not figure out 
how to enter the school. We had arranged to meet in her 
classroom so that I could interview her in my role as the 
evaluator of Impact II, a grant-funded professional 
development program which awards grants to teachers to 
develop and adapt curriculum materials for their own 
classroom use and to disseminate them to other teachers. I 
know how little time city teachers have during the school day 
outside of their teaching duties. I really didn't want to be 
late, but it didn't seem as though I would ever be able to 
get inside. Most of Boston schools are locked during the day. 
Many of them have several formal entrances which may have 
been used in years past but are today more ornamental than 
useful. The key is to find the door with the small buzzer 
which, when pushed, summons someone on duty at the office— 
often a small child—who is responsible for opening the door 
and screening all who wish to enter. Many times no one ever 
comes. 
Luckily, I saw a young woman approaching one of these 
doors and opening it. I slipped in behind her. She asked me 
who I wanted to see and gave me directions to Ms. Santos' 
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room. I found out later that my guide was the principal. She 
asked me no questions, but seemed to regard visits to Maria 
as fairly commonplace. As I made my way, the corridors in the 
inner city elementary school were quiet and orderly, dark 
with old, brown paint and lined with a mixture of 50 year old 
photographs from another era and recently created, colorful 
art work from today's pupils. 
I located Maria's small resource room up the stairs and 
around to the side. Through the broken window panes that made 
up the upper part of her classroom door, I could see Maria 
sitting with her back to the hallway. I knocked on the door. 
Without turning around, she signaled to me to come in. She 
was busy typing on a portable mini-computer typewriter. Next 
to her was a grant application. We had scheduled this 
meeting several weeks in advance, but Maria told me, somewhat 
apologetically, that she had only a limited time to give me 
because she had a number of grant applications she was 
working on, and their deadlines were coming due this week. 
This was the first time that I saw how profound a change 
grantseeking had made in the life of teachers since I was 
last a schoolteacher, twelve years ago. Here was a teacher 
whose weekly, if not daily, routine was to write grants for 
herself and her school. There were enough grants to which she 
could apply that could keep her filling out such requests at 
the rate of two or three a week, throughout the entire school 
year. 
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Maria Santos outlines the change her grantseeking has 
brought to her teaching career: 
It's certainly changed the nature of my job because I 
do a lot of grantwriting. It takes a lot of my time 
and thinking. A lot of the things that I get, or that 
I'm able to do, I do it because of grantwriting. 
Here's one to be a field research assistant, field 
testing a thematic unit. Here's another one for a 
National Science Foundation proposal. I do this all 
the time. 
Although Maria has been teaching for over 15 years, all 
within the Boston public schools, she has been writing grants 
only for the past five. Within that relatively short period 
of time she has developed an impressive track record, 
starting with small grants of $250 for classroom materials to 
be used for adapting another teacher's project, moving on to 
$750 grants awarded to teachers to disseminate curriculum 
packages they have developed in their own classrooms to a 
year-long sabbatical in which she traveled to schools 
throughout the state demonstrating a special needs science 
program. While the school system itself does not routinely 
provide enough paper and pencils for her class to get through 
the first half of the year, the cash value of the funds she 
has received for classroom supplies totals over $4,000, not 
including the computer, printer and modem she was awarded 
several years ago. The National Science Foundation grant 
proposal on which she was working at the time of our first 
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interview (which she would be successful in obtaining) was 
for a second sabbatical, one that would allow her to research 
ways various science curricula could be adapted to bilingual 
classrooms, with the intention of adapting classroom 
materials for national dissemination. 
Initially, Maria entered the world of grantseeking for 
several reasons. With a masters in education and science, the 
only job she could get in the school system was as a 
temporary teacher's aide, part of a team in which her 
responsibility was to speak Spanish to the students in 
several teachers' classrooms. The system had recently come 
under court order to hire more minority teachers, having 
refused to hire any but a very small number of minority 
teachers for many years. Its response was to grant such 
teachers provisional positions, which made them the most 
vulnerable for bumping from other teachers. The court order 
guaranteed them a job, but the combination of seniority, 
changing student demographics, and an increased demand for 
specialists funneled many such teachers into bilingual or 
special education programs and shifted them from school to 
school, year after year. The next year she was placed as a 
full-time, provisional teacher in a bilingual classroom, 
replacing a tenured teacher. At the end of the year the 
teacher returned from a maternity year leave-of-absence. 
Maria again turned to the central administration for 
placement: 
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I didn't have a job for the first two weeks, then they 
said to me, which I don't believe now, "This is the 
only classroom (a bilingual special education 
classroom) that's available. If you want it you can 
have it. If not forget it, you can't have a job." So I 
said I'd take it. 
Her classroom, along with all the other special education 
classrooms in the school, was physically separated from the 
rest of the school—down in the basement. 
My classroom which was all Hispanic kids who were 
behavior kids was across the hall from the black kids 
who were behavior problems who had a black teacher and 
all the special needs kids were in that hall, the 
severely handicapped kids over there. And all these 
teachers were the most wonderful people. It was an 
amazing education in segregation and the power of 
individuals to do things in the context of the chaos 
and the social system. 
The grant funded program, which in the first years of 
its development paid $250 to teachers to adapt curriculum 
projects developed by other teachers, gave her the 
permission, the encouragement, the guidance and the money to 
introduce a multidisiplinary exercise class using dance and 
music from the Caribbean islands to teach subjects as far 
ranging as mathematics and biology. An Anglo bilingual 
teacher approached her, asking if Maria would be interested 
in submitting a proposal to adapt a project that teacher had 
developed in her own bilingual classroom. 
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_ gave me a copy of her demonstrator proposal. 
And she told me what she did. She looked through the 
curriculum objectives and found places where it would 
be connected to whatever she was trying to do. She 
showed me how to write the proposal and how to create 
a program. She read my proposal before I submitted it 
and of course she was a reviewer for her batch of 
proposals. _ (the grant administrator within 
the school system) was always there to answer 
questions, she provided the money, she was 
stimulating. 
Receiving the grant, especially one that was coupled 
with the work of the most successful teacher/grantseeker in 
the building, identified Maria throughout the school 
community as someone with initiative and creative teaching 
ideas, providing a new orientation toward her work different 
from that of the other special education teachers. 
That program had a very positive influence on my 
visibility or my being accepted as a member of the 
larger community, because I was of course very 
isolated in the special ed classroom and within 
that bilingual so it was the segregated of the 
segregated. 
Her pupils also developed a new image in the school 
community which in turn affected their emotional and 
intellectual development. 
We had a show, they had their costumes, they had 
studied the human body as a year long program, they 
did reading, visited the Science Museum, it was 
great. They were active in the school, they were 
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visible, things were up all over the place. They 
wrote books. 
Maria soon moved on to the more remunerative part of the 
grant program, becoming a demonstrator. Through this program 
she received over $1,000 to expand the program she had begun 
as an adaptor and disseminate it to other teachers. She thus 
moved from a novice teacher to one acting as a mentor to 
regular education and bilingual teachers alike. 
Maria's new status encouraged her to confront school¬ 
wide inequities. At first the principal had been encouraging, 
publicizing her grant awards. Her obvious ability to work 
with students whom other teachers had regarded as uneducable 
had made her a valuable teacher within the school. Soon the 
recognition she received outside of the school through the 
grant program encouraged her to publicly contest the inherent 
segregation within her own teaching situation. 
I was told my confrontative attitude was one that was 
not appreciated and was troublesome for the school. I 
don't think I would go that route now but at the time 
when the issues were critical, when it wasn't 
permissible for bilingual teachers to speak Spanish 
outside the classroom, then I felt that it was the 
only way to go. Within a year I left the school, it 
got to be too much. 
The pattern of initial encouragement by the principal of 
the school to which she has been assigned, followed by a 
period of wariness between Maria and the building principal. 
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has continued. After each major grant awarded sabbatical, 
Maria has been assigned to a different school, transferring 
with her all of the considerable resources she has gathered 
as a result of her grantseeking. 
When I write grants for my classroom, I know that if 
somebody says to me that next year I won't be here, 
all my things go with me wherever I am. So if I go to 
a school that is less fortunate than this school I 
have something to work with. If I go to a school 
that's fortunate, I just have something added to work 
with. But no matter what happens, with Impact II your 
materials are your own to take with you from school to 
school. 
In the past five years she has worked in three 
buildings, alternating between working within a single 
school for a year and disseminating or researching 
curriculum projects on a state-wide or national basis for a 
year. Principals aggressive in the search for model 
programs and grants they can attract to their schools had 
sought her out at the end of each grant cycle not because 
of the program for which she had been awarded her 
sabbatical, but for reasons increasingly important in the 
world of grantseeking. A teacher who can write successful 
grant proposals is extremely valuable to a school, as long 
as she is willing to write grants for school-wide programs 
along with the ones for her own classroom. Principals in 
whose schools she has taught have steered grant 
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applications her way and have encouraged her to read over 
samples of successful grant applications which they have 
compiled in a resource library. 
Generally, the principal says, "Look, here's a grant. 
Look, here's a grant." And two days later, boom, 
there's a grant. They're like nothing. 
Another reason why Maria is valuable to principals and 
foundations alike is the type of student she teaches— 
bilingual students. Foundations state their interest in 
increasing the diversity of the students for whom these 
grants are ultimately designed to benefit. More importantly, 
they are well aware of the importance of a public campaign 
that identifies them with supporting the educational needs of 
populations traditionally excluded from educational gains— 
African-American, Latino, bilingual being the largest 
categories of such students—as well as being excluded from 
the upper level positions within their own workforces in any 
significant numbers. Making sure that teachers who work in 
schools with large numbers of these students, either directly 
teaching them or indirectly teaching them as members of the 
school community, is crucial, a major reason why urban 
teachers are encouraged to apply to such funding programs. 
At the same time, the applications accompanying such 
programs require all teachers to standardize their approach 
so that it will appeal to as broad a group of teachers as 
possible, substantiating the claims for the grant program 
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that they are reaching a broad cross-section of teachers. 
From notes with an interview with a grant program 
administrator: 
We want to make sure that teachers feel comfortable 
adapting other teachers' projects, so we don't want 
anything too complicated or too specific, something 
that has the best chance of success—getting other 
teachers to come out and sign on to this. The 
adaptability quotient is very important, we look 
for that. 
Paradoxically, teachers are also encouraged to use 
strategies borrowed from private sector marketing to describe 
their project as unique and guaranteed to solve a myriad of 
teaching concerns. Marie recognizes her own cynicism in 
preparing her applications and in coming up with a catchy 
title that will entice as well as reassure as many 
prospective teacher/adaptors as possible. 
You know they want you to say "whole language," or 
"multicultural education," so you stick those things 
in but nobody really talks about what they mean. And I 
do do that kind of teaching, but what I really do in 
my particular classroom is not what I put in the 
grant, because I've learned that other teachers don't 
feel comfortable doing them or can't do them, they're 
not Latino or they're not from the community or 
whatever. 
Conspicuously lacking in the privately funded grant 
programs or the more recent private/public partnerships is 
any system for tracking who has applied for different levels 
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of grants and who has received such grants according to 
important demographic categories such as race, language of 
origin, and sex—data routinely gathered and reported by many 
government sponsored grant funded programs. The grant 
applications for such programs do ask for some demographic 
information such as level of students taught (elementary, 
middle or high school; type of student such as regular 
education, special education and bilingual; and subject 
matter that teacher teaches), but this information is not 
entered into any on-going recordkeeping data base. Such data 
gathering and analyzing restrictions limit the ability of 
these programs to note trends in participation and discover 
if all sectors have been served, and if not, what such 
programs could do to encourage new or no longer participating 
groups of teachers to apply. As the administrator for the 
grant-funded program in the school system commented. 
This program has never asked for race on an 
application and that will not change that until God 
herself makes me do it. 
At a time when teachers and grantwriters alike insist on 
respecting and embracing cultural diversity, honoring the 
community from which a person comes, it is odd that questions 
such as the race of the teacher and language of origin are 
considered taboo when developing grant applications. There is 
an implicit sense that the grant program, by publicly stating 
that it will include information about the teacher's race or 
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native language on the grant application, will give an 
individual teacher special consideration on the basis of race 
or language, specifically favoring African-American or other 
teachers of color above white teachers. This point of view 
seems to take the position that teachers of color, for 
example, would be granted an award only because of 
preferential treatment, rather than assuming that such 
teachers would do as well as white teachers in these programs 
or that such programs need to acknowledge the particular 
strengths of teachers representing a diverse range of 
backgrounds—especially those whose backgrounds are similar 
to that of the students they are teaching—and want to 
incorporate them into the program. There is a clear sense 
that administrators and some teachers overtly feel that 
asking a person's race is opening oneself up to prejudice, 
rather than considering that ignoring teachers' racial, 
ethnic and sexual background suggests that the sponsoring 
group is not interested in insuring a diverse group of 
teachers and fears that if they bring this background to the 
attention of the teachers that they will somehow be 
discriminating against someone or will be disparaging their 
professionalism. 
Nor do these programs allow participants to write grant 
applications in the language in which they teach. While a 
number of bilingual teachers are among the most successful 
grantseekers active in Impact II, moving on to other far more 
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prestigious and remunerative programs, Maria is among the few 
who are native speakers of Spanish, among the few who are 
bicultural as well as bilingual. Her life history is quite 
different from the great majority of bilingual, native 
Spanish speaking teachers in Boston schools who emigrated as 
adults to mainland United States as well as from the 
bilingual Anglo teachers who learned Spanish as adults. 
In Panama, her grandmother, grandfather, and several 
aunts were all teachers, some serving as principals towards 
the end of their careers. Other members of Maria's family 
completed university training. Maria felt particularly close 
to her grandmother, whose stories drew Maria into her own 
world of a teacher in poor neighborhoods. The grandmother 
clearly enjoyed her teaching, and like Maria was drawn to 
children others saw as hard to teach. Another parallel with 
Maria's career was the grandmother's work with other teachers 
as a supervisor of teachers. 
My grandmother was a teacher, in Panama City. She 
taught in poor neighborhoods, and she always told me 
stories about her students and what she did with 
difficult kids, special things she did with them. Like 
she would trick them into being good kids. She taught 
first grade, but at that time there were children of 
different ages and sort of learning abilities. It was 
sort of a beginning elementary education. It was real 
different than it is now because my grandmother only 
went to the equivalent of high school. And then she 
went to a normal school. So I knew all these teaching 
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stories from her. She actually then became a 
supervisor and she would go around to all the schools. 
That was my first introduction to teaching, my 
grandmother taught me little things. 
Maria's family, especially her grandmother and mother, also 
made sure that Maria understood the in^rtance of the non- 
European, Indian culture of Panama. Her interest in 
understanding the two cultures and their effect on each 
other, an interest that Maria has carried into her own work 
as a teacher, began with the stories she heard at home and 
the trips she took as family outings. 
Another way my grandmother was important was through 
the culture. She would teach me a lot about Indian 
words and nature and my mother would take me places 
and my grandmother would take me places, nature areas, 
so I was pretty comfortable in my country when I was 
little and learning about my country and my culture. 
Emigrating to the United States in the early 1960s, the 
men continued businesses they had started in Panama. The 
families were part of a solid Latino middle class life 
community, with many of the same times to Anglo culture they 
had experienced in American-influenced Panama. Maria attended 
United States' schools since the sixth grade in upper middle 
class English speaking school systems and private 
universities. 
Something that's very important to consider is that 
it's very difficult to be an expert in two languages. 
I was encouraged to write my first grant by another 
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bilingual teacher who had already gotten quite a few 
grants and I think I was able to connect with her 
because I am very fluent in English and she's a native 
English speaker. So, probably my connection with the 
English language and the English culture made it 
easier for me to do grantwriting to begin with. 
Maria also comments that language is only one reason why 
native speakers of Spanish do not apply for such grants, 
beyond the few entry level ones specifically targeted for 
bilingual populations. Notions of gender, culture, and the 
structural location of bilingual education in schools work 
against the participation and recognition of Latina bilingual 
teachers in these grant programs, beyond the entry level. 
Probably the whole nature of bilingual programs not 
being mainstreamed also affects teachers' view of 
themselves and their community and what they can do. 
Quite possibly, other influences might be 
assertiveness issues with regard to the workplace for 
women. Latina women, you know, this whole thing about 
speaking out, that could be it. 
Despite the continued success Maria has had in 
competitive award programs designed to disseminate the 
bilingual and bicultural programs she has developed within 
her classroom on a state wide basis, she has never been able 
to demonstrate them to teachers in the buildings to which she 
has been assigned, all of which have a large bilingual 
population, other than on a one-shot or informal basis. The 
very aggressiveness of the principals with whom she has 
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worked and who had encouraged her to develop the programs for 
which she has received state-wide and national recognition, 
have propelled them out of their principalships into upper 
level administrative positions. Her new principals have 
little interest in her previously funded award winning 
programs. Having already been funded, they are no longer 
useful for attracting money to Maria's new school. New grants 
demand new models. 
Nor have any of the foundations or agencies for whom she 
submits grants asked to see these programs. Instead, Maria 
offers professional development courses before school or 
during the teachers' breaks in fulfillment of school-wide 
proposals written before she entered the school. As a special 
education teacher, she is not responsible for a single 
classroom of students throughout an entire day, but has more 
flexibility and discretion in setting her own schedule, and 
so has some unscheduled time to provide support to other 
teachers in the building. 
Maria frequently seeks out teachers she sees during the 
day, encouraging them to enter the world of grantseeking by 
writing grants for the relatively small amounts available to 
teachers who are just starting out in this new venture. In 
addition, Maria herself continues to apply to these same 
grant programs, which unwittingly places her in direct 
competition with these same teachers. Such grant competitions 
remain the only way she can touch base with teachers on a 
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city-wide basis, maintain her activity in the more modestly 
based programs which serve as stepping stones to the larger 
ones, and provide classroom based materials, supplies and 
ideas on a regular basis. The system itself funds no 
professional development programs to individuals or to 
groups, relying solely on grant-funded programs, either 
publicly or privately sponsored. 
Along with the proposals which have awarded funds 
directly to her to buy materials for use in her classroom or 
to provide a salary for her own research or work with other 
teachers, Maria has also written or collaborated on a 
substantial number of school-wide proposals, hearing about 
them through the extensive personal and formal networks 
available to successful teacher/grantwriters. She is on the 
mailing lists of numerous local, state and national granting 
agencies, all of which send out RFPs (requests for 
proposals). Many publish newsletters alerting their readers 
in advance to upcoming funding possibilities and providing 
strategies for successful grantwriting, some conduct yearly 
workshops on grantwriting for teachers. Knowing ahead of time 
that a grant announcement is imminent is particularly 
important in light of the fact that many of the grants are 
announced only weeks before they are due, or require teachers 
to arrange their summer or weekend schedules with only a few 
weeks' notice. The advance notice, along with the fact that 
Maria is single, allows her the flexibility not available to 
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many other teachers who cannot arrange for childcare or ask 
spouses to rearrange vacations on short notice, especially 
since programs often do not notify the teacher if she has 
been selected to participate until close to the time the 
workshop is scheduled to start itself. 
Having been chosen by many of these agencies as a 
successful grantwriter, Maria is often asked to serve on 
their review panels, gaining additional information and 
exposure about the world of grants and grantseeking. These 
same grant awarding agencies and foundations often turn to 
such teachers and administrators when the foundations 
announce a new grant competition, soliciting their 
submissions in order to insure that they will receive 
applications from individual schools and teachers with 
successful track records in grantseeking. 
Many applications have a specific section, for which 
points are granted, that require a teacher to document her 
previous experience as a grantseeker and the awards she has 
received. Those just beginning to participate find it 
increasingly difficult to compete with those who have already 
received grants, since prior success as a grantseeker, as 
opposed to prior success as a teacher or implementer, has 
become a chief criterion for proving one's future 
capabilities. As in Maria's case, most of the programs do not 
evaluate teachers in terms of the quality of the program they 
have developed and disseminated but whether the teachers have 
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completed the necessary paper work, attended the specific 
number of meetings, gone to a large enough number of schools 
or individual teachers, and submitted the correct 
reimbursement forms. 
Maria herself does not credit these procedural 
evaluations with establishing her own worth as a 
teacher/leader or curriculum specialist despite the intense 
effort she put into preparing her materials and working with 
teachers. In each case, an emphasis was placed on reaching as 
many people as possible for a limited amount of time, 
something that was the antithesis of her own development of 
the original program within her own classroom. There she had 
years to think through her original set of teaching 
strategies, see the strengths and experience the failures. 
The packaging of grant programs smooths out these rough 
edges. 
There are no restrictions on the number of grants an 
individual teacher or school can receive, nor is there any 
coordination among the granting agencies that keeps track of 
which teachers and programs receive which grants, and whether 
or not there is duplication of either program or target 
audience. Funding cycles for these programs overlap. One 
project is often used to fund both the operating costs and 
salaries of the project for which the money was awarded as 
well as the planning time and writing time needed to prepare 
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any number of proposals for which grant cycles have since 
been announced. 
Informally, Maria is part of a phone chain of other 
successful teacher/grantseekers and administrators whom she 
has met through the grantseeking process. These teachers note 
that the program relieves the isolation they feel in their 
own buildings either due to their sense that few of their 
fellow teachers are interested in curricular innovation or 
that there is simply no time or structure to discuss such 
issues. These programs give them access to an alternative and 
system wide pool of like-minded teachers. They alert each 
other about upcoming deadlines and serve as first readers of 
each others' proposals. The chance to meet like-minded 
teachers, teachers who they felt were exemplars of excellent 
teaching, was one of the greatest benefits cited in 
evaluation forms developed by the national foundation and 
distributed by Impact II as part of its documentation 
process. 
I think that the first meeting I just looked around 
the whole entire room and said "Wow, these are all 
people who are doing interesting and innovative things 
in their classroom. So there is hope. You don't have 
to go into your classroom and close your door and keep 
your mouth shut." Because there are people here who 
want to share. And so, it is so important to do that 
but these kinds of grants are really the only way that 
I have of doing that. 
182 
As competition for grants intensifies, teachers such as 
Maria seek out other teachers with proven track records in 
grantwriting in order to maximize their chances of winning 
the recent requests of funders to develop grants based on 
teeim teaching and collaborative school-based models. These 
collaborations are the result of a recent trend on the part 
of foundations to award grants to individual school sites, 
clusters or teams with the greatest potential to realize the 
strategies of those identified as effective schools. 
Maria herself has worked most closely with one teacher 
from each of the schools in which she has worked, in each 
case another teacher with a similar interest and success in 
grantseeking. In fact, Maria, like many of the most 
successful teacher/grantseekers—successful in the sense of 
being continually awarded large and small grants—has taught 
exclusively in the relatively small number of schools within 
the system that have been headed by principals who themselves 
are successful grantseekers. These principals, some of whom 
started out in their grantseeking career as teachers, 
actively solicit attention from local and national foundation 
and recruit staff with expertise that will help them attract 
such foundation and private funding. 
This is in rather stark contrast to the reticence Maria 
feels in talking with most of the other teachers in her 
building about the grants she is asked to write by her 
principal, or the ones she herself is writing even if those 
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grants require the participation of other teachers. The large 
volume of grant opportunities now available encourages 
multiple submissions, once someone has mastered the 
techniques of grantwriting. Maria makes the point that no 
matter what the grant program has targeted as its focus, the 
applications are similar in form and substance so that she is 
tempted continually to write one more grant, having invested 
time in producing a template from which she can draw or 
revise for additional submissions. 
They want to know the number of people being 
affected, and that there's diversity issues being 
addressed, that there is a certain quality of 
structure, that the program is connected and makes 
sense. Real basic stuff. 
Despite her mastery of the grantwriting process, the 
cumulative work load of multiple grant submissions makes 
finding time to discuss them with the other teachers in her 
school extremely difficult. 
I just have so much time in the day and energy or 
whatever to deal with all these things. I have to take 
time out of teaching to do this stuff too, you know. And 
then to go talk to teachers about these different 
things, it's like a big project. Sometimes I feel like, 
"Okay, well let me not teach. Let me just do that." But 
that's not what I want, I want to teach but there isn't 
built in time for the school governance to deal with all 
these things that come along. You get this proposal, two 
weeks later it's due. By the time the zone office and 
the school department and everybody else gets it 
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together to get it to the schools it's just two more 
days. So you have to go, boom, write it down and so 
there is really no time. 
Once each grant is handed in, the very uncertainty of 
the process, combined with the possible combined effects they 
might have on the other teachers make her reluctant to 
discuss them with other teachers. 
I'm aware that teachers think that there's already too 
much going on, so they don't want to know about any 
new programs or anything, they just want to be left 
alone, and I don't want to be someone who's going to 
bring them another burden. After the proposal is 
written and handed in who knows if you'll get it or 
not so there isn't any discussion. 
The result is a contradiction—while each grant by 
itself may have been intended and in theory could empower 
teachers, together their effect feels the opposite—for the 
grantwriter as well as the teachers for whom the grants are 
principally intended. 
I don't know what it's going to be like in the school 
once all these grants start coming in because they'll 
start coming in, I bet you. It's funny, because a lot 
of the proposals that I write have an empowering focus 
in terms of serving minority kids and being school- 
based but it doesn't work out that way, not the way 
you'd want it to work out.... And I'm not going to be 
here because I've written my own grant. 
Moreover, Maria's success outside the classroom has 
prevented her from maintaining a sense of community and 
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cultural identity within the schools in which she has taught 
even when the individual grants on which she is working have 
as their focus introducing or strengthening that culture. 
Alot of what is missing from my professional life is 
having a community. People see you some way or they 
think, "Oh yeah, she got a grant for working on 
Hispanic literature or whatever" ...but people don't 
know what I'm about really even though I do workshops 
and I do all these things. There's not a sense of 
knowing about what I can contribute to the system or I 
don't even know how I can contribute to the system and 
I've been in it for almost 15 years. 
And I don't have a home. I know people here and 
there, but it always has been in isolation, whether 
it's been in my classroom or in a school where I've 
been isolated for various reasons, my kids are 
isolated because they're bilingual kids, everything is 
in isolation. So that's not community. 
For Maria, her loss of community underscores the 
difference between the journey she has taken as a teacher and 
that taken by her original role model in teaching, her 
grandmother. The prominence Maria's grandmother gained as a 
teacher and principal strengthened her connections with the 
particular community in which she lived. The stories Maria 
heard from her grandmother underscored the obligation the 
teacher had to speak up for and speak to her community. 
I have a sense of community from my childhood that says 
I will grow up and I will contribute to my community and 
I am who I am, whatever it is that I do, whether people 
agree or disagree. And what I do is important to where I 
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live and people know what I'm doing and people care 
about me and what I'm doing....there's a sense of having 
a witness, of people seeing what you're doing. 
In contrast, Maria's success as a grantseeker within the 
general teacher culture has made it more difficult for her to 
voice the concerns of her own Latino community, despite the 
fact that it is her very identification as a Latina and her 
grounding in that culture that makes her valuable to the 
mainstream, mostly white community. 
That's one of the very big cultural differences 
between that community and today... People see you in 
my community and here, you feel like people don't see 
you. I often have the experience that I'm part of a 
group that's working on something that I believe in. 
I've been asked to do the writing in Spanish and 
every time I say I disagree they don't want to hear 
it, they don't want to hear it. You can't express 
conflict with them. All you can do is go, "Oh, my God, 
I'm going to pull back. How little can I handle and 
still be part of the group?" because I can't get 
these kinds of issues addressed, you know. It's, "Pull 
back, pull back" to the extent where you can survive 
in it and still not compromise yourself. If you do 
try, you might not be asked again. Then you're out of 
it. 
To complete the circle, the work to which Maria "pulls 
back"—research on the origins of scientific understanding 
within Latina and indigenous cultures—unequivocally 
recenters her on the ways those cultures differ from and 
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contest the dominant European culture. The year-long grant 
she has received from a corporate-sponsored foundation will 
allow her to do such research. Maria is clearly thrilled 
about the opportunities the new grant will provide for her to 
delve more directly and intensely into these cultures and 
translate what she has learned in materials she can use 
within her own classrooms and, perhaps, within those of other 
teachers. 
I was really surprised to get the grant because I 
always did question why they gave me my grant because 
it's such a Latino, bilingual experience, but they 
did. It seems that the points of view I've been trying 
to promote have been well received, to a certain 
extent, in my application I talked about the things 
that I've discovered through the process of these 
grants about learning two languages, about my own 
education, my own European education and its missing 
pieces that sort of opened up or I discovered during 
the research I've done so far. 
....This is going to be so powerful for the students 
because they're going to be able to connect to their 
own culture. It's not an easy thing to keep connected 
with your culture in exile and it's an important 
process. Basically I'm asking the kids to do that so 
I'm doing the same thing in a way.... 
At the same time, the isolation and destabilization 
Maria has felt as a result of these experiences continually 
refocuses her on her classroom, the one place where she has 
been able to develop a community and unequivocally claim her 
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identity as a bicultural Latina teacher. Grants originially 
were Maria's vehicle for ending the isolation she felt as a 
bilingual special education classroom teacher. Ironically, 
Maria periodically returns to that same isolation as a result 
of a different kind of isolation she experiences as a 
grantseeker. 
Whatever I do in my classroom as a result of these 
grants is for my kids, but it's a little island. And 
that's why it's so frustrating, because it is a little 
island. It's powerful and it's not powerful. 
Maria is one of the growing numbers of teachers who have 
come to see the job definition of the effective teacher 
expanded to include that of grantseeker. Such teachers spend 
more and more of their time both in and out of school doing 
what successful grantseekers do—researching what grants are 
available; consulting with various groups of people with whom 
they can collaborate on grants or from whom they can gain 
advise, expertise, encouragement and information crucial to 
their success as grantseekers; writing the grant 
applications; organizing and otherwise participating in 
programs funded by grants, and preparing the final report. 
Such teachers' success are substantiated not by their work 
in the classroom but by the monetary rewards and the public 
recognition they receive for writing about their work in and 
out of the classroom. Having participated in the various 
small and large grant competitions now available to teachers. 
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teacher/grantseekers recognize that no matter how effective 
they may feel about their work within their individual 
classrooms, it does not determine their status or autonomy 
within the educational profession in general. 
Teacher/grantseekers by no means represent the great 
majority of Boston teachers. "You always see the same people 
at these programs" is a constant refrain of all of the 
grantseekers; at the same time the programs declare that they 
draw on a representative sample of the teachers working 
within the system. What these two statements do not make 
clear is that it is the same teachers, especially the same 
teachers within each racial and ethnic category, who 
participate in the great majority of these grant programs, 
according to the lists I was able to compile for this study 
from Impact II and other grant-funded programs active in the 
Boston school system. The composite list I constructed from 
Impact II files document that 797 teachers had participated 
from 1984-1990 in the largest grant-awarding program 
available to Boston public school teachers, 84% of whom 
received one to two of the smallest grants available (a total 
of $500). Four percent of those participating had received 
five or more such grants, most of which have been the larger, 
more remunerative ones (a total averaging $4,000). 
Interestingly, programs such as Impact II do not 
themselves compile such lists other than for an individual 
year, even though they require the teachers to list previous 
190 
grant awards in their grant applications and award additional 
points on the basis of these past awards. In turn, the 
foundations that fund these grant programs do not ask for 
such information. However, the foundations that fund these 
programs and the programs themselves emphasize in their 
informational brochures and press releases that they attract 
a diverse group of teachers, without noting that it is 
actually a relatively small number of teachers, in fact to a 
great extent the same teachers, who repeatedly receive the 
larger of these rewards from each of the individual grant 
programs. 
Taken as a group, these successful grantseekers are far 
more likely to be native English speakers, white, and 
educated at private universities (rather than the state 
teachers' college that graduated large numbers of teachers 
who presently work in the Boston public schools). Most are 
single women teachers or parents of older children. The next 
case study tracks the grantseeking history of a one such 
teacher, Marsha Whitmore. Ms. Whitmore is a white, regular 
education teacher, single and without children. Like Maria 
Santos, she also recognizes and acts upon the attractions 
inherent in grantseeking. She too has reservations about many 
aspects of the process, born of the role grantseeking has 
played in her teaching career. To a great extent, 
grantseeking for this teacher and many other white teachers 
active in such programs has developed as a means of coming to 
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terms with the tumultuous and life-changing consequences of 
the system's response to the demands to desegregate and to 
the court ordered integration that followed. 
Writing grants and working with the teachers who are 
attracted to such activities have allowed her to reconcile 
her own aspirations as a teacher with the pressures and 
dilemmas she faces working as a white teacher in an urban 
school system in which the majority of the students are 
students of color; where fiscal pressures and political 
struggles shape the choices available to white teachers, 
bilingual teachers and teachers of color; and where national, 
state and local reform movements play an increasingly 
dominant role in shaping teachers' roles. 
In order to understand how Marsha has come to a 
perspective different from Maria's, her case study will trace 
these changes by showing their development from her 
beginnings as a teacher to her present day career as a 
classroom teacher. Her story will emphasize the way the 
hiring and placement practices of the Boston public school 
system, as practiced in the 25 years she has been a teacher, 
have affected white women teachers like herself, their sense 
of themselves as teachers, and their reasons for 
participating in the kinds of grant-funded programs that self¬ 
consciously set out to appeal to teachers as professionals. 
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Marsha Whitmore, White Regular Education Teacher 
Marsha Whitmore teaches second grade in a large 
elementary school, broken up into several schools within the 
school. The neighborhood in which the school is located is 
among the most white and the most middle class sections of 
the city, a place where many of the old-time politicians, 
police officers, and schoolteachers have made their homes 
[Boston Urban Studies Group, 1984]. The school, originally 
built to be a "community" school, looks like a poorly 
maintained modern plant. It is set off totally by itself at 
the end of long driveway in an area that resembles an 
industrial park. The building is covered with graffitti. 
The school was clearly built as an open space school, 
now partitioned off into the twenty separate classrooms and 
smaller closets and media rooms. As a community school, it 
houses a large gymnasium and some additional rooms dedicated 
to after-school activities and community events. The wide 
corridors create loud echoes that amplify the sounds of young 
voices and rapidly moving feet. The walls have been recently 
painted by a volunteer parent-teacher committee, working on 
weekends during the summer as part of a grant funded staff- 
parent collaborative. 
A little more than 50% of the 500 students enrolled in 
the school are African-American, but the school has a larger 
percentage of white children, 28%, than most in the system 
[Boston Public Schools Report, 1990]. Many of the white 
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students are enrolled in the kindergarten classes, which in 
Boston, unlike all other grades, are enrolled by neighborhood 
and do not have to be balanced by race. As Marsha points out, 
however, the categories of race do not suggest the diversity 
of the school. Many of her students are not native speakers 
of English. They are assigned to regular education classrooms 
either because not enough pupils who speak their native 
language live in the district to warrant their own bilingual 
classroom, or because they were born in this country and come 
in speaking some amount of English that they have learned 
outside the home. 
The staff of the school is less diverse than the student 
body. The principal is African-American, six teachers are 
African-American, three teachers are Asian and 27 are White. 
All the staff except two fifth grade teachers are women. Next 
year the school department has mandated a change-over to more 
bilingual classes, even though Marsha says that there aren't 
enough students in the neighborhood to justify the change. 
Some of the regular education teachers, all of whom have been 
working in the school for at least 10 years, will lose their 
positions within the school to bilingual teachers who will be 
transferred in. 
As I entered Marsha's classroom after school, she was 
using up strips of newspaper to make a papier machd globe. I 
stood next to her as she dipped paper into a milky mixture of 
glue and water, smoothed out each long strip, stuck each 
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strip onto an inflated balloon, then finished off by 
smoothing down each to make sure it fit evenly. Already 
completed globes were drying on desks grouped in fours 
throughout the room. In the back of the room was a line of 
cages—a rabbit, a hamster, and some mice treading a wheel. 
To one side sat a computer and printer, with paper and 
several diskettes lying on a nearby desk. Large cutouts of 
bugs hung from the ceiling, painted in bright primary colors. 
Marsha is comfortable doing several things at the same 
time, all done with a grace, fluidity, and calm that belies 
the complexity and care with which she approaches her work. 
Her classroom reflects her own ability to integrate subject 
matter, themes and activities—the walls are filled with her 
students' pictures, with graphs illustrating science 
experiments, with the way you say hello and the phrase of the 
day in twenty different languages. Next to her classroom is 
an ample storage space crammed with science kits, art 
supplies, tradebooks, aquariums, and pet food. 
The school system has paid for little of this 
equipment. Each year, Marsha spends a considerable amount of 
her own money buying equipment and materials that she 
believes essential to her teaching approach. Grants have 
provided the rest, along with other supports necessary to 
sustain the style of teaching she has evolved over the years. 
In the past ten years, Marsha has received thirteen grants— 
three as an Impact II adaptor, two as Impact II demonstrator. 
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two as an National Science Foundation exemplary math teacher 
and mentor for other teachers in the system, two as a mentor 
teacher for interns assigned to her classroom by local 
university teacher training programs, one as a delegate to a 
national convention for teacher curriculum developers, and 
one each of the past four summers to participate in whole- 
language seminars and to participate in a city-wide fair on 
whole-language for primary and elementary school teachers. 
As Marsha relates her evolution as a teacher and her 
participation in grant-funded activities, she notes that her 
story has many elements typical to a large segment of Boston 
public school teachers. Like many of the white women teachers 
most active in the grant programs, Marsha has spent most of 
her career in the Boston public schools, starting as soon as 
she graduated from college with a B.A. in elementary 
education. She had never considered working in another 
system, even though she went to parochial schools herself, 
from primary school to college. Irish Catholic by ethnicity 
and religion, at first she described herself as someone 
growing up with no culture. Growing up Irish Catholic in a 
neighborhood and a city dominated by an Irish Catholic 
political system, Marsha does not see her childhood giving 
her a sense of culture similar to that of the groups 
celebrated and included in the multicultural educational 
projects that are increasingly a part of grant-funded 
programs and other school-based reform efforts. 
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I think I'm almost the stereotype of the poor Irish, 
third or fourth generation Irish where they’ve gotten 
to the point where they were so far away from their 
culture they didn't even recognize it. I thought I 
never had any culture, there was nothing. I remember 
we had sauerkraut and pork chops that was German and I 
guess we ate a lot of potatoes but didn't everybody 
eat a lot of potatoes? 
Her one strong memory that she connects to her own 
choices in teaching came from the parochial school 
background. 
I knew I wanted to work with kids, I think that had a 
lot to do with. I remember when I was little, thinking 
of being a missionary, saving the poor. From Catholic 
schools, I had the image of saving all the poor black 
children. Every time I'd put a penny in Sambo, that 
bobs his head up and down. When you think of these 
things now! 
Later in the same interview, she adds another reason for 
entering teaching. Her mother had nine children, and was 
separated from Marsha's father. She worked two jobs. Marsha 
was the oldest daughter. 
But I think it's mostly come from a big Irish family 
with nurturing, getting all that positive feedback. 
"You're such a big girl, you take such good care of 
the kids." 
In the late 1960s, when Marsha finished school, the job 
of teacher was just changing from an "insurance policy" for 
women, "something you could always fall back on," to an 
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occupation prone to layoffs and instability. She is the 
median age of most Massachusetts teachers, in her mid¬ 
forties, a few years older than the median age of teachers 
nationwide [Massachusettts Board of Education, 1991]. 
As she entered teaching, Boston was in the last throes 
of its battle to resist integration. The school system had 
developed a two-tiered system of schooling to separate the 
black children from the white children. A court battle had 
been raging in the federal system for the past ten years, 
brought by a group of black parents who were petitioning for 
school integration, as well as for an increase in the number 
of minority teachers hired into the system. The papers were 
filled with the court suits, the serious deficiencies within 
the Boston schools in general and in particular those serving 
the African American community. The number of black teachers 
and other teachers of color hired was severely restricted, 
and most were assigned to schools with all black or nearly 
all black populations [Morgan v. Hennigan, 1974]. 
Three of her aunts, also graduates of the parochial 
school system, had been working in the system as elementary 
school teachers for the past 20 years. Marsha fit right into 
the population of Irish Catholic single women teachers who 
had represented the largest block of teachers working in the 
schools for many years. Her aunts knew whom she should talk 
to and to what schools to apply—in their mind those in the 
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outer reaches of the city, with the most middle class and 
white populations. 
Marsha had no trouble getting a job. Her first 
assignment was in the neighborhood in which she now teaches. 
Then, as now, it was the most affluent in the city. It has 
the highest percentage of middle class students and at the 
time, an all-white school population, the result of the 
intricate and well-developed pattern of segregation practiced 
by the school system. Unbeknownst to her, Marsha's aunts had 
spoken to their friends in the personnel office in order to 
ensure her placement in a "good" school in the right 
neighborhood. 
The secretaries were all Catholic, part of that whole 
network. I went in and they said, "Okay, we'll call 
you." They never even asked me for my degree. They 
called in August and told me that I was going to the 
_ School. Looking back now, I can see that 
for a first year teacher I was somehow getting a plum 
cake. I didn't think anything of it. It never dawned 
on me what really happened. 
Marsha experienced little of the trauma and uncertainty 
felt by many first year teachers. Her student teaching 
experience, which had taken place in an affluent white 
suburb, helped her to try a few techniques outside of the 
traditional teaching methods of her fellow teachers, and she 
recognized herself as a competent teacher. 
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At the end of the year, Marsha went down to the 
personnel office and asked to be transferred into a school in 
the black neighborhood. For many white teachers now most 
active in the grant programs, education at the time seemed a 
way of being part of a larger struggle, one that placed them 
in a central role in working towards a fairer, more equitable 
world. Marsha did not participate in marches or 
demonstrations, either locally or nationally, nor did any of 
her friends. But it was clear to her that the very 
predictability of her middle class white students and the 
security of the teachers in the school in which she had been 
placed did not satisfy her. This was not why she had become a 
teacher. 
At the personnel office, they give me all these 
choices and I'm saying, "No, I don't want that. I want 
to teach in the inner city." I think it was this same 
urge that I'm going to save all the poor people, which 
happen to be black in Boston. The secretary kept 
giving me all these schools out here. Finally, she 
said, "Well the only one we have is the Adams down by 
the Kirby Street projects." I said, "Fine, second 
grade, that's what I want. It's my right, correct?" 
Looking back from the vantage point of her more than 
twenty years' teaching, Marsha recognizes how her teaching 
has developed as a result of her requesting the change in 
assignment. 
Now I appreciate what it really meant. Because people 
don't know the value of a multi-cultural classroom. I 
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could never go back to the kind of all white 
classroom I had that first year, it was like melba 
toast. It's the same way my friends feel when they 
are in schools that are all poor black kids, that are 
basically not very multi-cultural. You miss that sort 
of something that's just wonderful that happens 
between them. 
At the time that Marsha requested the transfer, few 
schools had any substantial diversity in terms of race or 
class. The involved and constantly shifting regulations used 
by the school system to maintain segregation despite a 
rapidly changing school population resulted in schools 
segregated not only along racial lines but on class lines as 
well. Even today, almost 20 years after Boston was compelled 
to desegregate through a court order, the only schools that 
have any kind of diverse student body, in which students with 
different racial and class backgrounds actually sit in the 
same classes, are those that attract middle class African 
American, whites, and Asians. There are a handful of such 
schools in the city on the elementary school level, one of 
them being the school in which Marsha presently teaches. 
The school to which she asked to be transferred in her 
second year of teaching had no such diversity. The school 
population was almost uniformly African American and poor, 
and the neighborhood was in the midst of the turmoil that was 




Don't forget, in 68, 69, that was the year of the 
riots and all of that stuff. I can remember thinking, 
my god, there was a 12 alarm fire today, there were 
four shootings outside my window. After a while, I 
didn't notice these kinds of things, it just became 
part of the culture. 
Many of the teachers in her new school were African 
American, far more than in almost any other elementary school 
in the city, reflecting a parallel kind of segregation for 
teachers. Most of them came from families with long 
traditions of education. Marsha quickly realized she had to 
develop new teaching techniques beyond those that had worked 
in her previous school and those she had observed and 
practiced in her student teaching experience in the suburbs. 
I think I had a poor self image. I had an image from 
college of what the world was going to be like and I 
didn't know what to do about it because it sure as 
hell wasn't. I didn't have any sense that I should 
trust my own instincts, I had no strategies for 
working with these kids, kids that wouldn't sit still 
just because you were the teacher, like in my other 
school. 
Unlike the camaraderie between the teachers and the 
principal she had experienced at her old school, Marsha found 
little support from the white school administrators. They 
knew she had asked for the transfer into the school. In doing 
so, she had marked herself off as a highly unusual new 
teacher, especially considering her parochial school 
202 
background and family connections. In fact, they began to 
criticize her efforts to reach out to the children, to find 
alternative reading materials, even to put up pictures of 
black Americans around her classroom. Her fellow teachers, 
however, were quick to point out the possibilities of her 
situation. 
The second year I did fine because I learned to fight 
back. They told me, "Nobody will come down here to 
teach, and you want to be down here, you know how 
powerful that is? It doesn't matter whether you're 
tenured or not, the school system wants you here. 
That is power. If you understand that you don't have 
to take this from any of these people." 
At first, she didn't know how to respond to the 
forthright advice these veteran African American teachers 
were giving her. She felt she wasn't a good teacher with her 
students, children she felt she very much wanted to help. 
I was throwing up every day. And I was so obsessed 
with doing it right that I would come home and try to 
plan word for word everything I was going to say for 
the next day. 
The teacher working next door to her showed her how to cope. 
I will never forget this woman. She said, "You're 
killing yourself, you're working too hard." She could 
see what I was doing to myself and she came in, and 
she taught my class for three days. It was marvelous. 
She trained me how to set up worksheets so that when I 
was working with one group, the other group would be 
working. She helped me reorganize the class so that I 
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was doing two reading groups instead of three or four. 
We didn't really talk about the basic questions I had, 
but she was trying to help me manage the classroom 
better. That really did help me get more of a handle 
on it, but still I just felt culturally I didn't 
really understand what was going on. 
Once Marsha felt that she had a sense of control in the 
classroom, she began to take workshops around the city in 
alternative settings such as the Children' Museum and the 
Museum of Science, and to read in teachers' magazines about 
open classrooms and activity centers. She tried a number of 
their methods, and had some confidence that the students 
responded, especially as she compared their interest in 
reading and writing with what the students she had taught in 
her first years had been able to do. But the test scores, 
which in her school were published in the front hall for all 
to see, did not go up appreciably. Marsha faced continued 
pressure to increase the time spent on the basal and 
computational worksheets. 
Marsha stayed in the school for seven years, becoming 
well-recognized for her strong teaching and leadership among 
the faculty. She absorbed the traditional teaching methods of 
her fellow teachers, incorporating some of the newer 
approaches she had learned about as a student teacher in the 
suburban setting and in the workshops she attended. As more 
and more Latino students entered her school, bilingual aides 
were hired to work alongside "Anglo" teachers such as Marsha. 
204 
I worked with a very traditional Puerto Rican 
initially. A motherly type. She sort of let you sit 
back and you do it. We got along all right but there 
was something missing from our relationship. I 
couldn't put together her traditional approach and 
what I was learning in the outside workshops for 
teachers about letting the kids have some choice, 
write their own stories, that kind of thing. 
I'm sure I was experiencing cultural differences 
and not knowing where to look, and being an Anglo, 
"There's got to be a book." But there really wasn't, 
not that I could find. I read some awful books that 
were talking more about poverty than about culture. 
When I told this poor woman that I read an Oscar Lewis 
book she told me that they ban it in Puerto Rico. But 
it was the only thing I could find. 
Two years later Marsha's co-teacher returned to Puerto Rico. 
Class size went down slightly in the school, and most of the 
bilingual aides were transferred to other schools that had 
larger Hispanic populations. All the while, Marsha kept her 
distance from the principal who recognized her strengths but 
was not happy about Marsha's independence and ability to 
create a strong sense of community among her fellow teachers. 
In my third year there I got together with two or 
three teachers in the building and we started a parent 
teacher group because we were very dismayed about the 
physical plant. I had these old ceiling lights in my 
room with wires hanging loose that would spark every 
time you turned, and broken windows not to mention not 
enough books and equipment for everybody. There was a 
lot of political help for us because the Roxbury 
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community was really starting to rattle around and be 
heard about conditions in the schools. Johnson and the 
Great Society, the War on Poverty, whatever it was and 
these things started to filter down. We managed to 
shake up the principal to the point where she had to 
deal with parents and teachers and explain why she 
didn't have enough equipment, why she was hoarding it 
all in her storerooms. Finally, some of us teachers 
felt we were really doing something and we felt 
positive about ourselves and what was happening. Of 
course the principal harrassed us horribly. 
During the time Marsha taught at this school, the school 
system integrated. The violent resistance to integration 
among much of the white community made national headlines. 
The first year of integration, there was no such resistance 
within her school, but the court order, the first stage of 
which was implemented in the fall of 1974, had a wrenching 
effect nonetheless. 
They took every black teacher out of our school and 
sprinkled them around the city. They were going to 
leave this totally black school with all white 
teachers. Once you were sent to another school to 
balance its staff you couldn't get transferred back 
because the judge's orders were on their backs. 
Locally, stories about the school system's resistance 
to integration dominated the press. 
It was the year of violence and disruption, the 
hateful images of leaving the school with the streets 
being lined with helmeted troops. It was the images on 
the TV. I'm reading about this crap in the newspaper 
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and here I am in the classroom they're supposedly 
talking about, that's not true, that's not true, 
that's not true, all the baloney and the politics of 
it. It just seemed that everything you were doing in 
your classroom, it was in the context of seeing kids 
getting killed, see things getting worse. 
The next year her students were also being bussed out of 
the community. For Marsha, what happened to them led to her 
next career change. 
I couldn't watch the kids that I had grown very 
attached to, knowing that they were representative of 
many other kids in the city being looked at as little 
black kids, little objects to be hated, to be 
humiliated and if not physically hurt, hurt 
otherwise. I just couldn't stand it. I didn't want to 
be a part of the system that allowed that to happen. 
Particularly confusing was the recognition that the 
solution offered by the courts and suggested by the black 
plantiffs—bussing—led directly to many of the most painful 
aspects of the integration effort, its effects on the black 
children she had been teaching for seven years. In Boston, as 
in most urban cities, black children were bussed into white 
neighborhoods much more frequently than white children were 
bussed into black neighborhoods. The reaction of the white 
working class communities into which these children were 
bussed was explosive. 
The bussing to my recollection happened because of 
injustices in the system for those kids for twenty 
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years before that. And I was all in favor of bussing 
so that it would help correct some of those things 
that hadn't been looked at. But then when I saw what 
the reaction was, I just couldn't stand it. I hated 
it! To have to stand by powerless and watch that 
happen....No amount of talking was going to change the 
hearts and minds of people in East Boston, South 
Boston, Charlestown and all the places where this was 
going on. So...I just wanted out! 
Teachers as well as the media associated the 
resistance of the white neighborhoods with the Irish 
Catholic background many of the residents shared and with 
which they strongly identified. The political network that 
had worked to secure a job for Marsha marshalled to 
organize resistance to the court order, seeing it as an 
encroachment on the political power they had seized and 
held for decades in city government. Marsha had actively 
fought to renounce that part of her Irish Catholic 
background that encouraged racism, having explicitly become 
a teacher and transferred to a school in an African 
American community as a means of putting into practice her 
interpretation of good Catholic practice. The reaction of 
the predominantly Irish Catholic neighborhoods horrified 
her and called into question the roots of her own grounding 
as a teacher. 
Having come from an Irish Catholic background, I was 
outraged. That people of my ethnic and religious 
background could behave so abominably to others—to 
children—^no matter what color they were. I felt as 
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though I didn't want to be Irish any more. I didn't 
want to associate myself at all with people of South 
Boston because to me they represented hatred towards 
the kids that I really cared about. 
Moreover, the political dominance of the Irish Catholic 
within the city, and their ability to place Irish Catholic 
teachers in the system, was disrupted by the court order. The 
press was filled with stories of obstructive teachers, 
teachers who were themselves fighting integration. Coming 
only a few years after Jonathan Kozol's Death at an Early Age 
[Kozol, 1967], Irish Catholic teachers, many of whom were 
single women like Marsha, were characterized in general as 
racist and controlling. 
Marsha, as someone who had herself struggled against 
many of the assumptions and barriers raised by the 
traditional school bureaucracy and social climate, 
acknowledged the awful prejudice of many with whom she lived 
and worked, while at the same time she was outraged at the 
assumption that everyone who was Irish Catholic, that 
everyone who was a teacher, was part of the movement against 
integration and was unfit to teach children of color. 
I just..it was like I didn't want to be one of them. I 
didn't want to be thought of as Irish and Catholic and 
I didn't see that the press that was given to the 
whole situation had anything to do with the teachers. 
I thought it had to do with the communities. And so I 
didn't feel that I was a bad teacher because I taught 
in Boston or that we were...ill equipped to deal with 
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the kids. That’s not how it felt at all. But it felt 
like the communities were ill equipped to deal with 
integration. I just wanted out. 
Marsha asked for a leave of absence. She moved out of 
state for a few months and took a job substituting. Her time 
away was cut short by the death of her mother. Returning to 
Boston in the middle of the school year, Marsha realized she 
was a single woman in need of a job, and that she had a 
guaranteed one working in the school system. She reapplied to 
the school system and was offered temporary positions taking 
the place of teachers on leave. She decided to wait for a 
more permanent slot that would open up in the fall of the 
following year, and started an informal day care program in 
her house. The next year she began working officially as a 
first grade teacher in a school a few miles from her home, in 
the area of the city that had recently changed from an Irish 
and Jewish middle class and working class population to an 
African American and a small Hispanic population. 
For the first time, she found other teachers with whom 
she could collaborate closely, not simply by dropping into 
their classrooms but on an every day, sometimes all day 
basis. Her principal was on temporary assignment and had 
little interest in knowing what was going on in the 
classrooms. When two teachers approached her and asked if she 
wanted to work as a team, she was eager to try. One of her 
teammates was a teacher whose background was strikingly like 
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her own, including a sense of alienation from the official 
school bureaucracy but a strong sense of connection with many 
of the teachers who worked within it. The second teacher was 
also white Irish Catholic who had come to Boston from a 
middle-class suburb to attend a private university. 
Many of the questions Marsha had about how to teach 
children different from herself were hammered out working 
with these two teachers, sometimes in team-teaching 
situations, sometimes in their individual classrooms. 
We were all young, we had picked each other, and it 
was certainly a challenge. We had some firsts, some 
seconds, some thirds, and we had a large room, an 
unused gym to ourselves as well as our classrooms. 
We had about 60 children—the brightest of the 
firsts, slow seconds, and average third graders is 
the way they divided up. We had three student 
teachers that we were all working with. There were 
usually six or seven of us in what we called the 
big room. You were the lead in science and I was 
the lead in neighborhood or social studies or art 
or music for a month and then we switched. So there 
was a lot of cooperating with each other and 
working and planning. It was a very alive and 
healthy learning time for me and also for the 
children. When I look back now we weren't all that 
innovative but just being together made a 
difference. 
Marsha and the other teachers spent a great deal of time 
working out a way of putting into practice some of the things 
211 
they had been reading and thinking about, but had been 
reluctant to do by themselves in individual classrooms. 
Nancy was still in graduate school and she was very 
into Piaget, and making sure that things had texture 
and that they were at the kids' eye level so she 
brought alot of newer things. The other teacher was a 
master at control which was a place where I could also 
use some help, although I had gotten a lot better. She 
showed me that you could maintain control and not hurt 
their feelings. You weren't going to kill them 
emotionally by being tough some times, and so I 
learned a lot from both of them. 
In addition to learning a great deal as a teacher, 
Marsha began to recognize her own abilities as a mediator, 
someone who could get people to sit down and work together. 
One of the ways she was able to practice these newly 
recognized skills was writing grants to bring new resources 
into her school through a new state program. 
Grant-funding and the Racial Imbalance Act; Teachers^ First 
Experiences with Competitive Grants 
The grant program for which Marsha and many other 
Massachusetts, urban-based teachers wrote their first grants 
was part of the Racial Imbalance Act, an act specifically 
promoting school integration in urban districts. 
Historically, Massachusetts had allocated very little money 
to local municipalities in support of education. Schools were 
funded almost entirely through local property taxes. 
Political support for increasing school funding was 
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particularly difficult to muster in districts with a weak tax 
base, a number of which included those recently integrated 
[Munnell and Browne, 1990]. In such districts, a white voting 
majority, substantially working class, had either actively 
opposed integration or no longer had school age children. 
These voters felt increasingly pressured by dramatically 
rising property taxes and a loss in their own real incomes. 
The local school board was spending money to fight 
integration, even after it was instituted through the court 
order, rather than working to enhance integration. 
In recognition of the need to target money specifically 
to support integration and the unwillingness or inability of 
local school systems to do so, the state legislature in 1974 
amended the Racial Imbalance Act, also called Chapter 636, 
which it had originally passed ten years before. The 
mobilization of the African-American community through the 
desegregation struggle had publicly and forcefully brought 
the issue of unequal treatment of citizens of color into the 
public arena [Kaufman, 1991]. The success of that 
mobilization, resulting first in the passage in 1964 of the 
Racial Imbalance Law, represented a major victory for the 
African American community and the renewal of African 
American representation and power in city and state 
government. 
The Racial Imbalance Act was enacted in 1964 by a 
legislative body overwhelmingly suburban and white in its 
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composition. The act addressed segregation only as it applied 
to school districts in which more than 50% of each school's 
population was "minority." In Massachusetts, very few white 
students were integrated with students of color and 
conversely relatively few students of color went to school 
with white students, especially white middle class students. 
Since the introduction of common schooling in Massachusetts 
in the 1830s, school enrollments have been determined by the 
town or municipal district in which a child lives. The 
pervasive residential segregation along racial lines within 
the state, in general uncontested by state law, has insured a 
similar segregation in the state's schools as a whole. Given 
this legislative history, implementing integrated education 
without coupling it with laws prohibiting residential 
segregation and the enforcement of discriminatory lending 
practices could only be carried out in Massachusetts in the 
very few urban districts in which a critical mass of students 
of different racial backgrounds have lived since the law's 
enactment in 1964. 
In 1974 the legislature passed new regulations to the 
Racial Imbalance Act which provided funds in support of the 
integration process in cities in which minority populations 
were concentrated once these systems filed and gained 
approval from the state for their integration plans. Each 
system was required to establish a mechanism by which 
districts and individual schools would write grants for 
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specific programs under the Racial Imbalance Act. In turn, 
each school that wanted a portion of these funds was required 
to write a grant documenting how it would use the money, 
making sure that the plan they devised complied with the 
regulations established in the Act. Boston, required through 
the federal court order to design and implement an 
integration plan that would satisfy the strict and closely 
monitored requirements of the federal court, was now eligible 
for these state funds as well as federal funds that had also 
been withheld. 
Although the impetus for awarding the Chapter 636 money 
was the integration of the schools, there were few guidelines 
included in the legislation itself as to what integration 
would look like other than the percentages of students that 
should constitute each school's population. The new 
bureaucratic regulations which followed the bill's refinement 
in 1974 did not help to clarify the intention other than to 
add that funds were meant "for the purposes of enhancing 
integrated education and addressing issues of educational 
equity in public elementary and secondary schools." 
The emphasis in the law on integration, the bringing 
together of students of different races and linguistic 
backgrounds into one classroom, ignored a major issue that 
had remained stubbornly alive, despite the tumultuous 
integration of the school system. Nowhere in the Racial 
Imbalance Law, or Chapter 636, was there a clear sense of 
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what "good" integrated education would look like—whether it 
would mean equality of opportunity or equality of outcome; 
whether it would be the same or different from the education 
received by children in non-integrated settings; whether 
students of different racial groups would receive programs 
that were specifically geared to their needs, and whether 
those needs would be defined differently for each racial 
group; whether students of different background would be 
taught by teachers with the same backgrounds, credentials, 
teaching experience and abilities or backgrounds that were 
similar to their students; or whether new models would be 
established. 
The opportunity to struggle over the meaning of 
integration and its potential for aiding African American 
students and other students of color and native speakers of 
languages other than English to achieve equality with whites 
in all spheres of life were not addressed in the law itself 
nor in the bureaucratic guidelines that governed the 
allocation of the funds designated to enhance the process. 
Ruth Batson, a leader from the African American Boston 
community active in the integration struggle, stated in an 
interview that "black leaders were not as concerned with 
integration as they were with the lack of resources. They 
reasoned that integrated schools would not be deprived of 
resources or be as overcrowded as black schools were" 
[Kaufman, 1991]. Equity was the goal, integration the method. 
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In contrast to this perspective, the one criterion that 
evolved in state programs used the progress of white students 
as the measure against which the progress of students of 
color should be evaluated. A state department of education 
staff member working in the office of Equal Opportunity, the 
office responsible for overseeing Chapter 636, stated in an 
interview I conducted in May, 1993, that 
Since we started this grant, we have been looking for 
programs that help minority students. We recognize 
that a lot of factors have stopped them from doing as 
well as other students in schools. The funding 
acknowledges that the schools they attend need special 
funding to do that. And almost all of these students 
are in urban sites, the ones under voluntary or court 
ordered integration. 
Significantly, Chapter 636 regulations were far clearer 
about what would not be funded under the program rather than 
what would be funded. The clearest regulation stated that the 
money could "not be used to supplant educational services 
which are normally provided by the applicant's school 
system." While this exclusion had, in some measure, been 
included to deter Boston and the other integrating school 
systems from substituting these funds for ones that 
rightfully were the responsibility of the municipality to 
fund, in practice it had a conservatizing effect. Despite the 
fact that the court ordered busing had turned the world of 
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the teachers, their students and their parents upside down, 
the only money allocated specifically to address the enormous 
changes integration brought in its wake were programs that 
extended rather than supplanted what had been in existence 
when the system, including some of the teachers, were 
actively working against integration. 
The grant process itself required schools to concentrate 
on developing or adopting solutions in the form of specific 
programs, rather than defining the nature of the problem they 
felt their students and the school, let alone the school 
system faced. The application stressed the importance of 
documenting exactly what resources would be needed to carry 
out a particular program, a discussion of the way the school 
would keep track of the funds, and a means of documenting how 
many students would attend which kinds of activities. Along 
with these demographic and scheduling facts, the proposals 
had to describe the intended program as succinctly and 
descriptively as possible. Marsha recalls: 
There were these things called mini-grants which were 
the precursors to Impact II. At the time, the 
beginning of integration, the emphasis in mini-grants 
was on integration. It seemed they wanted more 
bullshit. You had to be very specific in your goals. 
You never discussed rationale, maybe a sentence or 
two. The closest they came to that was in the 
abstract, but even in the project discussion they 
didn't ask for an overall description of the project. 
The only place you had to put that in was in the 
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objectives. And that was that. They did want to know 
exactly how parents were involved, what the principal 
was doing for the grant, and budget items like 
"external sources," I remember I learned about that. 
.... To tell you the truth, it seemed awfully 
formulaic. 
In keeping with the regulations, the grants did not ask 
how such projects would coordinate with, replace or conflict 
with the existing emphasis on basal readers, criterion 
reference tests, and a myriad of pull-out programs that 
removed students throughout the day from their classrooms. In 
fact, such topics were simply not raised in the grant 
process. 
None of these grants required nor allocated funds to 
encourage teachers themselves, African American or white, 
native speaker of English and non-native speaker of English, 
to sit down together and address the way the integration 
process had affected their students so they could develop 
programs based on a better understanding of their notions of 
the obstacles facing their students in schools and in society 
in general. There were simply no mechanisms for addressing 
these issues within the grant structure. Nor did these grants 
ask that the school system ensure that the newly hired 
African American teachers and Latino and other bilingual 
teachers be specifically encouraged to participate in such 
discussions. Instead the grant application emphasized coming 
up with a solution within the quick turn around time school 
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staffs had to write the grants. Another white teacher, 
interviewed for this study but not a demonstrator for Impact 
II, comments; 
I've always gotten the feeling that things went 
underground. Like we often talked about discipline 
problems in the school and there were real heated 
discussions about why students didn't file quietly and 
we all know that certain teachers don't watch their 
kids like they should. It all seemed to me to be a way 
of keeping within the taboos, that you never talk 
about race, that you never talk about what is really 
going on. Not that I haven't heard screaming matches 
sometimes in the schools, but we never get to sit down 
in a calm way and openly talk about anything that 
breaks things open. I don't know how we would do it, 
but I do know we're not supposed to. 
Structuring access to the money through a competitive 
grant process in which money was allocated to individual 
schools and classrooms meant that despite the fact that all 
students in Boston gained the right to be enrolled in an 
integrated classroom, only those students whose teachers or 
principals wrote grants to fund programs that would enhance 
the integration process and provide educational equity would 
have access to the funds earmarked for that purpose. In the 
name of educational equity, a competitive process which 
limited access to the funds that would support educational 
equity was put into place. 
220 
The passing of Chapter 636 ushered in a long and 
continuing fiscal and professional relationship between 
individual schools and colleges, cultural institutions and 
other outside agencies. Special funds within Chapter 636 were 
earmarked for schools to collaborate with these institutions 
and to draw upon them for guidance as to what good school 
practice means. These professional development programs 
operated outside of the official departments of education in 
the colleges, recruiting part-time consultants to come into 
the schools, work on a one-on-one basis with teachers, 
provide innovative materials, and teach demonstration 
lessons. Unlike the school system itself, these programs were 
not required to hire teachers of color and most of them did 
not. Early on, the precedent of designing programs that would 
add an additional program, rather than challenge existing 
programs, became the model for these new grants, just it was 
for the grants submitted by the schools themselves. 
Many schools relied upon the partners they established 
with these outside institutions to shepard them through the 
636 grant process and help them develop programs that could 
be submitted to the zone for approval. In working within the 
same guidelines for their own programs, the consultants 
gained entry into urban schools, access vital if they wished 
to participate in a major source of grant funds, establish 
potential sites for student teachers and support integration 
by working in real schools with real teachers. Teachers were 
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approached after class or on their breaks, told that the 
school could get up to a certain amount of money if they 
could decide on a way to use it, and asked to imagine how 
they would like to use that money. Marsha notes: 
Do you know how many times we have been asked to 
imagine what kind of school we would like, or what 
resources we want for our classrooms? The one time I 
answered honestly that what I really needed was an 
honest conversation with our principal they (grant- 
funded university consultants) told me that that 
wasn't the kind of thing they had in mind—what about 
a visit from the Trailside Museum? I learned the rules 
of the game quickly—take what you can and keep 
everything else under cover. Be nice, be nice, be 
nice. 
The team teaching classroom attracted many of these 
consultants interested in working with the schools, in part 
because Marsha and her co-teachers welcomed the consultants 
as part of their own efforts to open up the classroom. 
We had people with video cameras in here way before 
anyone else was using them, we had all kinds of 
materials and researchers coming in and out. In our 
little school, that seemed the end of the world, we 
had a lot of excitement. 
Other teachers were not as welcoming or simply did not 
have the time to give to demonstration lessons. Marsha's 
classroom had negotiated exemption from the many pull-out 
programs that disrupted other teachers' classrooms. For this 
reason (and many others), Marsha herself had reservations 
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about the ability of these programs to create lasting change. 
They often did not work within the confines of the school 
system. The methods they presented might work well in another 
setting with fewer disruptions and less staff and student 
turnover, or when the demonstrator herself was in the room, 
but the ideal situation in which these demonstrators methods 
worked best simply did not exist in the Boston public 
schools. 
Those are the kinds of things that I think people need 
to say, "Okay, outside resources," people who are just 
focusing on one part of math. "You can do kinds of 
things as long as you don't step over into that 
dangerous ground where you think you can give us 
strategies and techniques for the classroom where you 
haven't been in it, you don't know the environment, 
and you get into trouble." Because they make it so 
wild and so unreachable that people get into trouble 
or they won't do it. 
A number of grants were developed through the school's 
faculty senate, which Marsha chaired for several years. It 
took considerable time to work out the details of each of the 
programs and to gather the necessary signatures, write up the 
program according to the strict guidelines of the district, 
type it up, distribute it to the parents and the college 
staff and deliver it to the district office on deadline. 
Adding to the difficulty of coordinating each of these 
requirements was the fact that the district never announced 
the amount that would be allocated to each school or the day 
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on which proposals would be due until a week to two weeks 
before the final deadline, to a great extent because the 
state legislature voted the Chapter 636 appropriation at a 
different time each year and for a different amount. Marsha, 
on short notice, could find the extra time to shepard the 
grant through her school because she could rely on her co¬ 
teachers to cover her teaching responsibilites. 
Marsha looks back on this period with mixed emotions. 
For a number of years her school did not receive a grant and 
could not find out why their proposals were rejected. For 
several years, a language arts consultant visited her 
classrooms, bringing books and tapes, taking aside reading 
groups and talking over ways to teach writing. Marsha valued 
her not only for the materials she brought but for the 
official sanction she gave to talking over teaching issues, 
and for her validation of the teachers' classroom. 
One year Marsha had an official letter placed in her 
personnel folder by the district office stating that she had 
tried to get around the system by having parents sign that 
year's grant sight unseen. ^ 
I was livid. I had spent whole days out of the 
classroom working on that thing, talking to everybody, 
getting us to agree on a whole school project. It 
wasn't even one that I would have wanted myself—a 
pull out program for the more advanced students, 
similar to the one for remedial work which ironically 
all of the kids were channeled into anyway once I 
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decided to give up my own program and go back full 
time into a regular classroom. 
The college consultant had volunteered to get the grant 
typed but did not return it until right before it had to be 
turned in. Meanwhile, Marsha had called up the parents and 
asked them to sign the cover page without being able to give 
them a copy of the grant itself. The parents, two white women 
who were the only parents who could attend the afternoon 
meetings, knew what the grant would say, even if they were 
not given the final copy to read. As part of the grant 
approval process, the parents were called by the district and 
asked if they had actually read the grant. When they told 
them they hadn't but were very much in favor of the project, 
the grant was denied. In the end, the grant was approved for 
funding. Not enough schools had submitted proposals for the 
district to meet its allocation. All the schools that 
originally had been denied grants were awarded them. 
Ironically, the program was never implemented. The year 
after the grant was submitted, Marsha's school closed, along 
with eight other schools in the city. The closings coincided 
with a massive teacher layoff, a defining moment for teachers 
throughout the state, but especially so for teachers in 
Boston and other urban systems. Laws like Proposition 2 1/2 
which were passed in Massachusetts placed a cap on the 
percentage of the assessed value of a town's property that 
could be used to calculate an individual homeowner's tax. 
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Since most towns had levied taxes considerably greater than 
the 2 1/2 percent, the result was an immediate and severe 
loss in municipal revenues, particularly in the poorer 
communities. 
Boston laid off teachers with up to 12 years in their 
school systems. The cuts in the teaching force were 
accompanied by other blows to public schools systems, 
particularly but not exclusively to those serving the poor. 
Thousands of school buildings were closed. The buildings they 
and their students formerly had occupied were quickly 
converted to private condominums, housing for the elderly, or 
office parks. 
Many of the teachers who had entered the school system 
with Marsha were laid off. The teachers' union, dominated by 
a white majority, chose not to fight the layoffs themselves 
but the selection process which by court order required that 
the 35% minority teacher representation be maintained. It was 
the first of many attempts by the union to overturn the 
affirmative action provisions of the judge's decree. 
The tension building up to the layoffs was unbearable 
for all teachers, as the "pink slips" were issued on a 
staggered basis. Those white teachers with the least 
seniority in certain categories, unknown to the teachers 
themselves, received them first. Other white teachers were 
laid off in successive months. Teachers of color with little 
or no seniority in the system remained but many were 
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transferred out of the schools in which they had been 
teaching. 
I was building representative for the union and I was 
being told by the union, layoffs are coming, get your 
people mobilized and get them to start coming to 
meetings. So I was being the spokesperson in the 
school for the union, saying "We've got to fight this, 
these layoffs that are coming down." And people with a 
lot of seniority didn't feel as though it was ever 
going to impact them. 
Each month new notices arrived. Marsha's position as 
union representative became untenable. 
Things were really very upsetting. In our building, 
white bilingual teachers just assumed that they were 
going to be laid off because the notification in the 
paper had come out that no minorities would be 
touched. One of them, quite young, simply had 
hysterics one day. A black teacher, who had been 
feeling very tense because she felt that she couldn't 
talk to her friends about the way she felt about the 
lay-offs, tried to comfort her by saying that she 
hadn't heard anything yet. The woman screamed at her 
and she screamed. It was just an unbearable scene. 
Marsha assumed that she would be laid off like many of 
her co-teachers. Instead she was transferred to the school 
where she now works. 
I got my pink slip but I made it. I went over to the 
union, I probably shouldn't have done it. Just out of 
curiosity. I was the sixth from the last on the last 
page—so somebody was watching out for me. That was 
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also interesting because I was one of the few of my 
friends who felt like education was their whole life. 
It was more than a job. Even so, a lot of my friends 
had nervous breakdowns or whatever. It was 
devastating. 
The bumping process that followed the layoffs moved many 
teachers around. It did not affect the two other teachers 
with whom she had teamed. They left the system, one to work 
in a suburban school system. The other left teaching 
altogether. 
By late August when Marsha was recalled, the choices 
were few. Some of the teachers she knew as active in programs 
were at her old school, which had an opening. 
When you get a pink slip you're put on a list and you 
are called back according to that list and you get to 
choose the school you want to teach in according to 
your place on the list. By then, this place looked 
pretty good. We are off the beaten path. I figured I 
wouldn't be bumped again, and I haven't had to worry 
about that up to now. 
With teacher morale at a new low and staff divisiveness 
at an all time high, the system introduced a detailed and 
comprehensive series of curriculum guides. These guides had 
been developed through the central office, with curriculum 
objectives listed for each subject and grade level. A newly 
appointed director of professional development recognized 
that the old means of professional development—university 
courses and demonstration lessons by university consultants— 
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would not work with teachers as a way of gaining their 
compliance with the new objectives. Teachers remaining after 
the layoffs and school closings were angry and in no mood to 
see others gain from a system in which their own jobs were 
very much in jeopardy. The school system, continually pressed 
for funds, stopped budgeting money for the professional 
development of teachers, except for a small number of 
sabbaticals and programs geared specifically to increase the 
number of certified minority teachers and those whose first 
language was not English. The court order requiring the 
system to meet and maintain 35% minority teacher staffing 
remained in effect, and these programs were necessary to show 
compliance with the court order. 
Shortly thereafter, the state legislature, as part of a 
national movement to professionalize teaching, established a 
fund to award money directly to teachers throughout the state 
for curriculum development. "Staff development" was replaced 
with "professional development," signifying a move away from 
working with teams of teachers as a way of improving schools 
to identifying individual teachers as experts. If enough 
carefully chosen teachers were rewarded and funded through 
such programs, then, according to classic dissemination 
theory [Katz and Lazarsfeld, 1955], schools would improve. 
Teachers, as individuals or as members of small teams, 
were required to submit proposals to their school districts 
stating the way in which their programs would meet the 
229 
curriculum guidelines established by the districts. The funds 
could be used to buy materials for their own classrooms and 
to compensate them for the time they spent in creating their 
own unit plans. Teachers were not given additional time 
during the school day to carry out these new duties, but they 
were paid small stipends for the work that they did and were 
granted public recognition as award winners. Marsha, along 
with a number of other teachers in the school, submitted a 
grant to document all the resources—museums, parks, cultural 
programs, and sites to which teachers could take their 
students—, to design enrichment activities for each site and 
to detail the transportation systems that could be used to 
reach the sites. 
It was a fabulous program in the beginning for me 
anyway. The good part of it was those of us who did 
things like that became incredibly knowledgable about 
the city so we learned more about all the free stuff 
that was out there. It became this unbelievable thing 
and this network. "Do you know that you can go the 
Islands for free? And they will come to your class?" 
Along with the grants came pressure from the funders to 
document the value of the programs they were sponsoring. 
I'm not naive. The organizations wanted 
documentation. "Oh, that's great. Tell us all about 
it." It just becomes a constant thing when you're 
dealing with organizations like this that if you 
don't watch out you wind up supporting the systems 
that are supposed to be supporting you. And always for 
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good reasons, usually to keep continuing funding or 
whatever. They have their own jobs and their own 
structures to keep going. 
Marsha, who had gained confidence in moving beyond the 
classroom walls, was dependent on new grant competitions in 
order to maintain her momentum and provide a continual 
infusion of funds. Some of the most exciting programs relied 
upon field trips or scientific experiments, activities which 
require the teacher to spend money each year in order to pay 
for the buses, museum fees or speciments that make them 
possible. The grant funds that had paid for them had dried 
up, since they were earmarked for developing new programs, 
not maintaining previously developed ones. 
After a while there was no funding, no resources, no 
buses, no whatever but we kept meeting with the 
program people and with each other. It kind of takes 
on a life of its own. And then the next year there 
might be a new kind of grant. So the cycle goes on. 
The very fact that Marsha was paid to produce a program 
to take her students out of the classroom, even though she 
had the funds to actually do so for only two years, led her 
to question other ways she could change her teaching. 
I became increasingly disturbed about using workbooks 
and worksheets as a way to teach. But I didn't quite 
yet know what to fill them in with so as soon as 
courses started to appear of ways to do more hands-on 
real things with kids, I started taking them again. I 
took courses all through the eighties. And one course 
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really helped me start to think about teachers as 
models for everything in terms of social behavior. I 
began to realize that I had to model what I expected 
kids' behavior to be which was listening behavior, 
helpful behavior, cooperative, that kind of stuff. 
That I had to stop being the dictator and start being 
a partner with kids, no matter what age they were. 
During that time, a supervisor from the district came to 
observe, joining the group of consultants who over the years 
have come to see what is going on in Marsha's classroom so 
that they can report on it to other teachers. Her feedback 
helped Marsha define what she wanted to change in her 
teaching style and approach to the children by pointing out 
the unconscious assumptions Marsha was making in her 
expectations about her students. 
She watched me do small group work with kids where I 
was hammering away at, "Put your finger on this 
letter, let's look at the next picture," all of this 
disassociated stuff. Later she said, "You work very 
much like special ed people work." It was like a bolt 
of lightning. Aside from the fact that that's 
debatable, how special ed people should work, the 
implication was that I was treating those kids as if 
they knew nothing, and it really hit me. She didn't 
mean it in a derogatory way, she was talking about how 
hard I worked but it just said to me, "Here these kids 
are supposedly of normal intelligence or higher and 
I'm treating them as though they don't know anything." 
Soon after that visit, the Bank of New England, a Boston 
based financial institution, supported a professional 
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development activity for Boston elementary school teachers 
through its corporate foundation. Up to this time, teachers 
who participated in these programs worked as individuals or 
as teams within their school sites with little or no 
opportunity to discuss what they were working on with other 
teachers in the system. In the Bank of New England fellowship 
program, elementary school teachers came from schools 
throughout the system, meeting as a group for several weeks 
over the summer to learn new teaching techniques and 
orientations. The program was held at a different local 
university for six succeeding summers, with institute staff 
recruited from professors teaching at the host institution 
and consultants who taught in the in-school programs. Each 
summer the host institution chose a different focus—one year 
the focus was mathematics, another year it was science and 
the final three years it was whole language. 
Interestingly, the Bank of New England program program 
was a modification of the original plan of the corporate 
sponsored program—merit pay for exemplary teachers—a 
bitterly contested idea rejected by the union in collective 
bargaining. Nevertheless, the corporate sponsor hoped to 
initiate the program under its own auspices. The union 
strongly protested this award and agreed to a grant program 
as an acceptable alternative. Rather than paying tuition to 
attend a summer school course as they had in the past, 
teachers who were chosen to participate in the corporate 
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sponsored program were designated "Bank of New England 
Fellows" and received a "fellowship" to attend the three week 
long institute. 
This was the first time that Marsha had a chance to meet 
with a group of Boston teachers from schools throughout the 
system over an extended period of time, generally three to 
four weeks. Fifty to seventy-five teachers were chosen each 
of the first five summers. Most, like Marsha, had worked with 
the university consultants who staffed the program. At least 
50% of them returned each summer, developing the core of 
teachers who continue to submit grants and participate in 
other professional development activities. 
To supplement these discipline-focused programs the 
Boston Globe Foundation, a local foundation called together a 
group of these teachers and asked them to help design a 
professional development program that would be teacher- 
directed and teacher-led. The foundation had recently been 
approached by a local university researcher who was working 
with teachers on oceanographic projects and needed a way of 
to contact Boston public school teachers. The teachers were 
invited to meet at foundation headquarters. The foundation 
served them catered meals in the executive dining room of the 
sponsoring corporation and asked them to plan a new 
professional development program model for teachers, with a 
focus on harbor exploration. Instead of meeting individually 
to request funds for their own classrooms, the foundation 
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encouraged these teachers to see themselves as experts in 
teacher development. 
It was such a powerful experience—the support those 
foundation people gave us. My growth in being able to 
be at a meeting with people like those on foundations. 
Before that, I had been involved in other kinds of 
things, on board when other people were writing grants 
like NSF as token input. "Oh somebody get a teacher. 
We're supposed to have a teacher in here for input." 
You would go and you would feel intimidated by the 
smart people in the colleges. 
Especially the elementary teachers were the 
worst because you work with little kids and you just 
wanted somebody to hear you talk. You couldn't get 
beyond one item in an agenda because nobody could shut 
up or focus on a topic more than 30 seconds. So we 
learned all those kinds of skills, a way to run an 
organization because now you were teaching teachers to 
be leaders. It was almost a side course we were going 
through but there was a lot more teacher ownership— 
being on subcommittees, running meetings. 
Over the course of the months of meetings, Marsha gained 
an awareness of herself as a professional, someone with 
expertise that others did not possess and were anxious to 
make use of. 
When I look back now, my God, where were our egos as 
professionals? "We just teach third grade." We turned 
around and said, "Well what will we do?" And the 
director looked at us and basically said, "How the 
235 
hell would I know? You're the teachers, you tell us 
what you want." 
The involvement of the teachers created tensions within 
the harbor exploration project, as the researcher, the board, 
and teachers wrestled with ownership of the project. The 
originator of the harbor project was increasingly 
uncomfortable with the expanded teacher and foundation 
involvement and decided to find another corporate sponsor and 
to incorporate as a separate non-profit entity. 
The experience of the original sponsoring foundation in 
working with the core group of Boston teachers encouraged 
them to respond favorably when the director of professional 
development for the school system asked them to take over the 
funding of Impact II. The system had introduced the program 
on a limited basis under the guidance of its national 
corporate foundation, the Exxon foundation. Foundation 
directors were impressed with the energy and the dedication 
of the participating teachers. They felt a personal 
commitment to these women who so clearly appreciated the 
nurturing that the foundation gave them and who were openly 
amazed at the respect they received from foundation 
directors. The foundation director, talking about her own 
reaction to the experience of meeting with the twelve 
teachers who formed the core group with whom she continued to 
meet over the summer, commented: 
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The day after our first meeting I received calls from 
several of the teachers thanking me for the dinner, 
which is unusual in a corporate setting. People don't 
call and do those things. They all said that this was 
the first time in 17 years, or x number of years that 
anybody had asked their opinion on anything. I was 
clearly picking up on the energy that, "Here's a 
corporation and here's people outside the system who 
are not only interested in offering some money, but 
they're sitting responding." 
So it was our learning process about the 
position that teachers perceive themselves. And it all 
fell in place, what was going on nationally and 
locally, the standing that public school teachers had 
in our system, in our society. 
Marsha in particular remembers what it meant to her to 
meet on a regular basis with foundation directors and have a 
chance to hammer out the aspects of the program with the 
small group of teachers who were asked to participate. She 
stresses not only a new professional expertise but the sense 
that she was moving into a very different world from the 
working class neighborhood in which she had grown up and in 
which she taught. 
People forget. I went out of elementary school to high 
school to college to a classroom. I never went in 
between that business world or that foundation world 
that people meet in. So when people were appalled that 
teachers like me can't write, when they're appalled 
that we can't speak, it's because we'd never done it 
before. A lot of people who are really well meaning 
just don't get it—what's it's like teaching in the 
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Boston public schools, and there are a lot of great 
people there. It's not the great people. But the 
system is so incredibly difficult to work in because 
of a thousand different things. 
At the same time, the Bank of New England, which had 
expanded greatly during the deregulation of the banking 
industry in the 1980s, went into bankruptcy. The last summer 
it sponsored the fellowship program, the number of teachers 
who were invited to become fellows was cut back to 25. Soon 
thereafter, the bank was eventually taken over by another 
financial institution with corporate headquarters in Rhode 
Island and no interest in continuing to sponsor a fellowship 
program for Boston teachers. 
In the next five years, the corporate-sponsored Boston 
Globe Foundation awarded over $200,000 dollars to Impact II, 
replacing the Bank of New England as a major funder of 
professional development programs for Boston teachers. The 
grant award was the largest single grant the foundation had 
given to the school system. The first two years the program 
awarded grants to teachers to develop curriculum units for 
their individual programs that would support the system's 
curriculum guidelines and objectives, much as the state- 
sponsored program had done. The experience of meeting 
together with the local foundation shifted teachers' interest 
from developing their projects as individuals to their 
dissemination to other teachers. Seeing herself as someone 
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who could take the place of the outside consultant, who was 
willing to compete against other teachers in order to be 
chosen as a disseminator, was not an easy transition. 
A common story you hear from everybody, "I feel kind 
of funny telling people or sharing with people," 
because you feel the nine year old kid in you, the 
Miss know it all, that's part of the culture of 
elementary education and I think always has been. 
Before Kathy and I did a demonstration thing together, 
we were saying, "I never want to go to the moon and I 
never want to do workshops and there's nothing that 
anybody can ever do to make me. I'm sure it's not in 
my contract," so I thought it was a joke. 
Marsha reported that the program director convinced her 
to participate by arguing that Marsha would actually be 
supporting her friend rather than placing herself in the role 
of the expert. 
Somehow I got maneuvered into it by the project 
director who pays attention and knows people's 
personalities and pushes buttons to get people to do 
things like that. My button was, "Kathy really wants 
to do it, she's really proud of it, you really should 
do it together. She's your friend and you can support 
your friend." And that definitely was a button pusher 
for me. Once we got it we were so afraid we unplugged 
our phones so no one would call us. 
Yet, for Marsha and the core of teachers active in such 
programs, it has also been important for their own expertise 
to be acknowledged as special, out of the ordinary. Each 
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grant of this new type explicitly emphasizes the competitive 
nature of the grant process—that is, only the best entrants 
will receive a grant award. Receiving a grant is evidence of 
the teacher's competence and worth, despite the fact that 
most of these programs do not state how many teachers 
completed applications versus how many teachers were awarded 
grants, how the applications were reviewed and by whom, and 
to what extent evidence other than the self-reporting of 
teachers is used in awarding the grants. 
Once Marsha had been lured into the new type of 
individually competitive grant process under the guise of 
helping her friend, she recognized the strong attraction 
winning an individual grant had for her sense of herself as a 
good teacher. The money she receives, generally earmarked not 
to supplement her salary but specifically for additional 
resources for her classroom, has strong symbolic value. It 
identifies her, at least for the duration of the grant, as a 
teacher who is better than other teachers, having 
participated in such grant competitions, and won. 
Money in this culture says what you've done is 
valuable and so I have felt more and more 
professionally proud of myself over this period of 
time when I've received alot of grants. It makes me 
feel like the job is valued and I can do it, I can 
keep improving how I do it by keeping myself involved 
in grants or taking courses. 
As long as I keep doing that I can keep feeling 
good about what I do because it feels rich and it 
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keeps giving me an infusion of new information and new 
support whether it's somebody helping me to buy the 
materials or somebody giving me a stipend because I 
took a summer institute or a trip to _, you 
know, all those things make me feel like I'm getting 
help to learn to do better things in the classroom and 
that's valued. 
Such programs have increasingly replaced the neighbor-to- 
neighbor consultation, swapping, and informal commiserating 
that supported Marsha when she first started teaching and, up 
to the time that she became active as a grantseeker, 
sustained her. The nature of these grants, their very 
entrepreneurship, sanctions and inculcates a competitiveness 
that stands in conflict with her desire to create and sustain 
a community of teachers. The isolation of the classroom 
teacher, endemic to teaching and lamented by researchers, 
policy analysts, and teachers alike has been channeled into 
an individualism that encourages teachers to compete directly 
with other teachers and to see those who do not compete or 
are not successful as less than exemplary. 
Now that I look back on it, my relationship with the 
other teachers, especially with Kathy who I had worked 
with closely began to change, really changed once we 
got those grants. We drifted apart and I sensed a keen 
competition that I did not want to get into but there 
was some kind of competition as to who did it better, 
who spent more time at it, who would get chosen 
next....I mean that I think people are finally aware 
of the fact that teachers are really isolated and that 
241 
compounds the problem. But there is a sense of the 
have-nots, the ones who haven't bought in or don't 
have the energy for one reason or another to compete 
for these grants. 
At the same time, the teachers who participate in 
grantseeking gain entry into a select group of teachers whom 
the grants define as exemplary and with whom, as a result of 
the meetings, receptions, and out-of-state trips that are 
often compulsory and/or awarded as part of these grants, they 
often develop strong bonds. 
They (the grants) provide some monies that otherwise 
just wouldn't exist. Which isn't necessarily good 
(laughter). And again the grants that are 
individual... just had the impact of support...mostly. 
I mean if I was going to put it down to a common 
denominator of all of it, it's a network of support. 
It's identifying and having an opportunity to talk 
with teachers who share whether it's a particular 
philosophy, whether it's a particular goal, whatever 
it is...whether it's just a commitment to ongoing 
learning for themselves, there's a network of teachers 
that I have now hooked into that...that's probably the 
most important thing. 
Marsha also realized that her status as an award winner 
could be used to leverage a kind of breathing space from the 
principals in her buildings with whom she could then 
negotiate what she was willing to do in terms of their own 
projects. 
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All of these experiences with grants, looking back 
now, were powerful because when you went back to the 
schools you said, "No, I won't do that. You want this 
done, you want the publicity, I will do this and this 
but this is the way I want it. Otherwise I won't do 
it." It dawned on you that you didn't have to do all 
these things, you're not getting paid for it, it 
wasn't in your contract, you were just sort of doing 
all these things under somebody else's idea of what 
the goals and objectives were. 
At the same time, Marsha has become intensely aware of 
the way participation in the grant system creates its own 
inherent demands. 
When people want to use you they want to use all the 
labor that you have produced and whatever but when it 
comes time to any kind of credits or whatever they 
either take it or when there are problems, they turn 
around and blame you. I just have been involved in so 
many things where people's jobs depended on things 
that I began to read other people's hidden agendas. 
She also notes that being a white, middle aged single woman 
without children gains her the time and focus needed to take 
advantage of these grant-funded programs, yet that very focus 
is something against which she feels she must guard herself. 
I got to laughing with someone, they were talking 
about the old vision of the single unmarried woman 
being a school teacher. And I finally figured out why 
that makes so much sense. Because they can exhaust 
themselves and spend so much time thinking over their 
children over a long term basis because they don't 
have to run home and cook dinner and clean house and 
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take care of their own kids and their families. Well, 
I'm single and I don't have any children and don't 
have tons of other commitments. And so my professional 
life is a little bigger than a lot of other peoples. 
At the same time I really don't want it to be my 
whole life, and I know I have to really be careful 
about that because I am single. I'm not a workaholic 
and I don't want to become one. But these programs 
can sap it all up—everything you have, and that's on 
top of your classroom responsibilities. 
Despite the fact that the Impact II, like many other 
similar programs, explicitly describes itself as competitive, 
Marsha herself emphasizes that in fact what she and her 
friends have done is not that different from what other 
teachers do. She feels it is crucial to make teachers new to 
the program feel that they too can do exactly what she does 
and that the work they have to do to adapt her own projects 
and develop their own is little different from their normal 
teaching practice. She gears her work with potential adaptors 
of her curriculum project to help in choosing specific 
teaching strategies that can be transferred into their own 
classrooms and to locating resources that they can order for 
classroom use. 
You don't have the chance to really change 
fundamental ideas about teaching, to communicate a 
philosophy that will begin to affect everything that 
teachers do. I just add ideas to their existing 
philosophy. They take what I have to offer and they 
fit it into whatever they are already doing. 
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Teachers selected as demonstrators know that the 
requirements of that position go well beyond developing 
their own projects. They must come up with a way to appeal 
to as broad a group of teachers as possible and make 
adaptors feel comfortable enough to apply to the program. 
To insure that these goals are met, there are numerous 
meetings demonstrators must attend. As a group, the 
demonstrators first meet to refine their presentations 
before they meet with potential adaptors. 
This was especially important when Marsha was awarded 
a grant to disseminate a program on the Bill of Rights. The 
foundation that had funded Impact II locally was unwilling 
to commit more funds unless the program could demonstrate 
that it had attracted additional donors. The local 
foundation director, by virtue of her sponsoring the Boston 
Impact II project, was asked to serve on the national board 
with a chance to influence national policies. A short time 
later, the national board began urging local foundations to 
expand the influence of the project by developing a 
corporate campaign so that other businesses and private 
foundations would take over the funding of the program. 
Other local foundations were interested in affiliating with 
the national foundation but were reluctant to commit funds 
to a program that targeted teachers rather than direct 
service to students. Those that were interested and that 
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had sufficient funds to commit for a sustainable program 
were located outside of Boston in suburban areas. 
The program was not successful during its first 
campaign to attract corporate contributions. It did however 
receive one grant from the Commission on the Bicentennial 
of the United States Constitution, a quasi-public 
corporation headed by ex-Supreme Court Chief Justice Warren 
Burger, as part of its competition to encourage school 
systems to participate in the bicentennial celebration. 
Boston's grant had stated that 20 teachers would be awarded 
grants as demonstrators, with a larger number receiving 
adaptor grants. As the deadline for the demonstrator 
applications neared, few teachers had filled out the forms. 
The project director noted that while it was relatively 
easy to write a grant to the Bicentennial Commission to get 
the funding for the project, the requirement that the 
projects focus on the Bill of Rights had proven a difficult 
barrier to teacher participation. She commented. 
They seem to be uncomfortable with this topic and from 
the looks of the few proposals that have come in so 
far, they are very unprepared. Teachers do not want to 
do this. 
The project director called up Marsha and other teachers 
who had been active in Impact II and encouraged them to 
submit applications. She sent them audiotapes, videotapes and 
other curriculum materials she had received from the 
Commission and other sources such as the Phillips Morris 
Foundation, which was co-sponsoring some of the the 
Commission's activities. 
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Some of the restrictions come from the funders. Right 
now the program is getting a lot of money for doing 
constitutional stuff and Bill of Rights stuff. In fact 
the director and I had this big argument last year 
because she kept wanting me to do something on the 
constitution. And I said that the only thing I really 
have that I feel ready to share with people is stuff 
on _ and she said that that was too 
narrow. And she said, "Can't you do _ and 
the constitution?” but I said, "That's not what I 
taught and I don't feel comfortable demonstrating 
something that I haven't taught." So we had this big 
thing because she was really looking for Constitution 
programs because that's where her money was. She 
talked to all kinds of people and said, "You're going 
to demonstrate?" cause she knew we had good ideas but 
she was specifically looking for constitutional. 
All but two of the teachers who submitted proposals for 
the Bill of Rights project were accepted as demonstrators. 
Like Marsha, all of them had received awards from Impact II 
in the past, most of them as demonstrators. The teachers 
submitted projects similar to those for which they had been 
awarded previous dissemination grants. They credit the 
project director with giving them the encouragement and 
critical awareness to improve their proposals. In a system in 
which teachers perceive the "downtown" administration as 
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overtly hostile, the director's dedication to them as 
teachers is a crucial reason for the program's success in 
recruiting teachers and maintaining their loyalty. 
Through the director's work, the program has become the 
address for many of the teachers active in Impact II, and for 
many the only address, where they feel they will gain 
recognition, have immediate access, garner valuable 
information that can lead to additional grants, and learn 
about the work of other teachers. In addition, they see the 
director as someone who can and will "work" the bureaucracy 
for them. By participating in the network, teachers recognize 
that the director will champion them and serve as a guide to 
other awards that are available through the system. In a 
bureaucratic and chaotic system, where teachers see 
themselves as systematically depersonalized and denigrated, 
the opportunity to establish a personal relationship with a 
person in authority has become increasingly important. 
This has been increasingly important within the past few 
years when curriculum coordinators and staff developers for 
the different grade levels and subject areas have been 
returned to individual classrooms or shifted to positions 
that do not allow them to provide support to teachers. Unlike 
many suburban school systems where curriculum specialists are 
assigned permanently to work in individual schools with the 
primary responsibility of introducing methods to teachers and 
collaborating with them in their teaching, Boston relies on 
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outside consultants who work on a sporadic and grant-funded 
basis with selected teachers and schools. The project 
director of Impact II is one of the very few people within 
the system whose job definition allows her to concentrate on 
supporting teachers, and who has the connections with outside 
funders to promote the interests of teachers active in Impact 
II and the other grant-funded programs under her direction. 
She really gives people the feeling that they have a 
lot of latitude, and she respects your professional 
choices. And that's not always true in this system. 
I would do anything for her, because she has been 
there for us over and over again. And she has 
wonderful judgment, you can always turn to her for 
advice and it is invariably good, well thought out 
advice. 
Once the demonstrators were chosen, the program director 
held a group session in which the demonstrators worked 
together to make their programs appeal to a large number of 
teachers. A large number of adaptor applications would 
indicate a high level of interest in Impact II among teachers 
and increase its potential attraction to funders. At the 
group session, teachers were grouped according to common 
themes and grade levels and told to emphasize the doable and 
the possible. The teachers were instructed to provide 
positive feedback on the entry prepared by each demonstrator 
for the program catalogue. Marsha wanted help in sharpening 
her focus on reading, an area of intense concern for primary 
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teachers. She asked teachers in her group to help her think 
up a title that would interest primary school teachers or at 
least pique their curiosity to want to know more. 
Over the course of the summer, the demonstrators 
consulted with a teacher who had worked with the program for 
a number of years to help demonstrators prepare the 
presentations they would give to teachers at a fair held in 
the fall for prospective adaptors. One of her main 
responsibilities was to help the demonstrators pare down the 
resources they included in the packet they distribute to 
their adaptors. During the fair, teachers had ninety minutes 
to present their programs. Potential adaptors had time to go 
to two of the 20 presentations. Demonstrators were encouraged 
to structure their programs to include an introduction to the 
overall aims and strategies of their program, a demonstration 
of one teaching strategy teachers can immediately apply in 
their classrooms, and help for prospective applicants in 
filling out the application form. 
I usually start workshops by having people introduce 
themselves because I like to know who my audience is. 
And then I get a sense from people what they're 
interested in—whether they're interested in trade 
books, or issues of self-esteem or whatever because 
people have all different kinds of connections. And 
from that I do my workshop and I share my process and 
I share activities. We usually make games. And then we 
go through the application process. I tell them that 
the most important two parts of the application are 
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"What pieces are you taking from me? And what pieces 
are you making it your own with?" It's a very short 
application. It doesn't leave a lot of room for a lot 
of verbiage. And I say that's what we're looking for. 
And so I direct them and in my packet. I even had 
suggested extensions or adaptations. 
Once the adaptors were selected, which for most 
demonstrators included almost all of those who applied, the 
entire group of demonstrators and adaptors met together 
twice. 
Essentially you met only once as a whole group for 
that orientation and then you were committed to 
meeting one more time with the group and you could 
meet more if you wanted to. In fact some people do 
meet two or three times. I haven't. I have mixed 
feelings about it. I'd love to at some level; it's 
just that organizing and getting it together, there 
are just too many things going on all the time. It 
just didn't happen. 
During the first years of the program in which 
demonstrators worked with adaptors, teachers met in the 
demonstrators' classroom. Here they had an opportunity to set 
their own time table for meetings, and decide what kind of 
follow-up they wanted. These visits also gave them a chance 
to see first hand what that teacher's classroom looked like, 
to read the examples of student work that she posted, to 
observe how she organized her materials and the furniture, 
what her classroom schedule looked like, and how the 
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demonstrator's program fit in with the other units she 
taught. By the time the program had received the Commission 
on the Bicentennial grant, the location of the demonstrator- 
adaptor meetings had shifted. The fact that the program had 
difficulty finding grant money meant that the goals of these 
meetings were redirected from an emphasis on teachers meeting 
to providing a showcase for the program itself. The 20 
demnstrators met in one large hall with the two hundred and 
fifty adaptors, sitting at separate round tables. 
I think _ (the program director) really wanted 
to have a big deal about the Bicentennial of the Bill 
of Rights and the money she just got for doing that. 
And I think she just kind of wanted to have a 
celebration. She wanted it to be a press thing too, I 
think. 
Despite the fact that Marsha had little time to discuss 
her own program with her adaptors, she felt the focus on the 
Bill of Rights moved her in a new direction in her teaching. 
If you write a grant you're in charge of deciding what 
you get and it makes the teacher more knowledgeable. 
I've learned more about the Bill of Rights than I ever 
imagined and it's only because I would say to myself, 
"Okay, I have this much money and I have to spend it 
on things that have to do with the Bill of Rights." 
Now, that means that I had to go out and research what 
did I want to get my program together, looking through 
the materials, what was appropriate, what was not 
appropriate, calling up other teachers and saying. 
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"Have you ever used this, does it work, does it not 
work, should I spend my money on it?" 
These sorts of demands are more pressing in districts 
with a chronic shortfall of funds for materials going 
directly into all classrooms, whether grantfunded or not. 
Boston regularly has a shortfall of money that teachers can 
spend on classroom materials. Budget hearings and allocations 
often extend far into the school year so that by the time the 
money is allocated, teachers have little time to order for 
the following school year when the need for the materials 
will arise. The constant shifting of teachers and classrooms 
also makes it hard to predict just what materials will be 
needed, particularly for any special or more experimental 
programs. Impact II and other such grants are the only 
discretionary funds the teachers have, and are available only 
to those who participate in grant funded programs. 
Knowing how the system functions, it's easy to say, 
"No, we should just have all the materials we need. We 
have enough to do," but we all know that just isn't 
how it works. We shouldn't have to write grants to get 
materials, but that just isn't the reality. 
While Marsha believes that outside administrators, 
consultants, and those hired initially for grant-funded 
positions can parlay their association with the grants into 
visibility and influence within the system, she also believes 
that a few teachers have learned to "work the system" to 
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insure their positions. She has seen how many of the teachers 
have been able to avoid a layoff, despite receiving a pink 
slip, because of their value to the system and the network 
they have created. In a district in which white teachers, 
veterans of many years' teaching, regularly receive pink 
slips and teachers of color are transferred from school to 
school year after year, such influence can make the 
difference between job security and a layoff or transfer to a 
less desirable school where time to work on grants or to 
attend professional development workshops that accompany the 
grants is not easily bestowed. Early in the interview 
process, Marsha noted how she felt about some of the teachers 
most active as grantseekers. 
Some of the people who are the most successful know 
how to beat the system on its own grounds. To give you 
specific examples I probably shouldn't but I, lots of 
times there are ways to get what you want, get people 
to ask you for what you wanted to ask them for, if you 
know what I mean?... 
In a later interview, Marsha told how she had come to 
participate in a well-respected mathematics program designed 
to encourage teachers to implement teaching strategies in 
line with the new national mathematics standards which 
emphasized mathematical reasoning and problem solving rather 
than computation. The program had received a generous grant 
from the federal government, and unlike many other such 
programs, had been promised funding for several years. Two 
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representatives were chosen from selected elementary schools 
and granted an opportunity to participate in an intensive 
summer institute the first year, with follow-up institutes 
for four more years. As a result of this training, they were 
to serve as mentors to teachers in their buildings. Each 
participant received a modem, a private telephone, a printer, 
newly developed software and other resources not routinely 
available to teachers in the system. The program continued to 
expand each year and take in new teachers from schools which 
had not already sent representatives. Teachers from schools 
already represented could not apply. 
Marsha was interested in the approach of this new 
program, the most generously funded professional development 
program awarded to the system by the federal government. Many 
of the friends she had met through Impact II and other such 
programs had been selected to participate. Marsha had not, 
partly due to the fact that when the selection process was 
taking place she was deeply involved in another program, a 
follow-up to the Bank of New England fellowship progam. 
They were trying to get that grant program spread into 
different schools and there were already two teachers 
working on it in our school. So they only would take 
one other person from our school and the person they 
took was male and Asian. It was strictly on the basis 
of race and sexual balance. 
And yet they also said that they thought I'd be 
really good and they would like me to be part of it, 
so I could audit it. I got no money but I became part 
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of the network and I took the two week course. I ended 
up getting one computer in the classroom, I ended up 
having all the support services that anybody would 
have had, you know, monthly in-service, monthly 
meetings. You get a sub once a month to go to 
meetings. I got that as well. I could borrow programs 
from the library, I had the instructors of the course 
come in and do demonstration lessons in my classroom. 
I was enabled to spend a half a day, twice or once I 
can't really remember, but half a day going and 
visiting another classroom somewhere else in the 
school system. So I ended up having all the follow-up 
things. 
At the end of the school year, Marsha herself was faced 
with the need to find a new position within the school 
system. The stability she had enjoyed for the past ten years 
was ending. While Marsha was working on the Bicentennial 
grant she began seriously to think about transferring schools 
again. A new principal had argued with a group of teachers in 
the school, including Marsha, over a number of key policy 
issues. 
Marsha is keenly aware of how her own search for another 
school in which to teach reflects the major questions all 
teachers face as they jockey for positions within an urban 
school district. By virtue of her longevity within the system 
and her interest in working with children of different races 
and classes, she cannot easily move to another system. In the 
metropolitan region in which she works, virtually all the 
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teachers of color work in inner city schools. The only way 
Marsha can maintain her position is to compete directly with 
them. 
You know Boston well enough, in terms of the bottom 
line it's usually, "What kind of quota can you fill?" 
I don't care how nasty that sounds but that's the way 
it is unfortunately and it puts pressure on everybody. 
It puts resentment on different cultures, it puts 
people in positions where "I've got this job and 
nobody can do anything to me," besides the tendency to 
be lazy anyway, and it puts a lot of pressure on good 
people to have to feel that they're answering to, "Do 
I have this job just because whatever you checked off 
in the column?" Until the bottom line becomes the best 
teacher for these kids, nothing will really change. 
And that part of being the best teacher for these kids 
is to have a culture where it is representative of the 
kids there but not if that means taking a less than 
qualified teacher. Then you could say to people, "You 
have to prove to be better than everyone else, that 
you're sensitive, that you're willing to understand 
the culture, to be part of it." 
Grantseeking has come to play an increasingly essential 
role in Marsha's development as a teacher. Indeed, as a white 
women teaching in the elementary school level, where the 
greatest number of women with her seniority, her race, and 
her teaching category are concentrated, her ability and 
willingness to take on new roles and find new positions is 
more and more influenced by her success as a grant writer. 
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The history of African American women teachers who 
pursue grants targeting individual teachers includes many of 
the experiences of the first two teachers profiled here, with 
a number of important differences. Similar to the experience 
of teachers whose native language is other than English, the 
great majority of these teachers were hired after the court 
ordered that the school system must work towards developing 
and maintaining a teaching work force that was at least 35% 
minority. Up to that point, African American teachers were 7% 
of Boston public school teachers, while the African American 
population in the city as a whole was 20% and the school 
population was 32% [Morgan vs. Hennigan, 1974]. Most of the 
African American teachers were hired as provisional teachers 
instead of on regular lines, which meant that they were not 
eligible for tenure after three years of teaching and enjoyed 
none of the protections offered by the union through the 
seniority and tenure system. Those African American teachers 
who were hired, in whatever capacity, were segregated along 
with the pupils. 
Black teachers are segregated in black schools. In 
1972-73 there were majority black enrollments at 59 of 
the city's 201 schools. Of the total of 356 black 
teachers, permanent and provisional, 244 were 
stationed at those 59 schools. ...A rough 
understatement of the situation is that less than one- 
third of the schools are majority black, but over two- 
thirds of the black teachers are sent to them [Morgan 
vs. Hennigan, 1974]. 
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According to 1990 school department figures, African 
American teachers made up 23% of the teaching population. 
Asian teachers and Hispanic teachers together constituted 9%. 
The target figure of 35% teachers of color, set by the court 
order many years ago, has yet to be reached [Boston Public 
Schools Report, 1990], despite the periodic layoffs and 
recalls of white teachers. The historical legacy of 
discriminatory hiring practices has meant that most African- 
American teachers teaching in Boston today began working in 
the system under different terms than those of the white 
teachers who now work with them. The next case study will 
focus on one such African-American teacher. 
Gail Thompson, African American Regular Education Teacher 
Gail Thompson carries with her a model of what good 
teaching looks like based on her experiences growing up. Her 
teachers in the segregated Southern school which she attended 
were family friends. Their influence extended well beyond the 
school house and well beyond the years Gail was a student in 
their classrooms. She talks a great deal about the impact of 
these teachers on her life, giving many details and 
presenting numerous examples. 
I grew up in a very small. Southern black town that 
was very supportive of the schools. A lot of my 
family friends were teachers. All my elementary 
teachers were at my Sunday School so I knew them as 
my Sunday School teachers as well as my school 
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teachers. I knew if I had problems I could talk to 
them at church, and I did many times. And my Sunday 
School Superintendent was my School Principal. I 
knew that they all supported me...I mean they would 
all send me, like $10 or $15 or whatever they had 
when I was away at college, they'd give it to my 
Mom. If I didn't do well, then I was letting down 
more than my parents, and I knew it. I was letting 
down all these people who supported me....That was 
true for all of us who went to college. 
Accepting the position of teacher in her community 
brought with it a life-long commitment, and in turn an 
enduring sense of connection between teacher and students. 
If they come to Boston, they call me. They were 
teachers but they were my friends. I think it's why 
I keep up with what my students are doing, that 
have left me. I encourage them if they were running 
into problems to give me a call, you know. And they 
do, years after they've finished school.... 
One of my former students who had a four year 
scholarship at B.U. just couldn't go on. Then she 
called me one day. She wanted to go back to school 
at the community college but she didn't have 
tuition. I said, "Okay, I'll lend you tuition if 
that's the only thing keeping you from going." So 
I wrote her a check, mailed it to her and she went 
over. She didn't like the course, she tried to 
stay, she stayed half of the semester. Then she 
dropped out. She gradually paid me back. But that 
type of contact, I think I do with my students 
because my teachers did it with me. 
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During a time when women teachers in Massachusetts were 
forbidden to marry under penalty of losing their job, the 
teachers in Gail's town were married and invited their pupils 
into their families as part of their teaching practice. In 
contrast to the divided loyalty and the troublesome dilemma 
of balancing time and energy between school and family that 
many teachers with children talk about today, having a family 
posed no barriers and often enriched the responsibilities of 
being a teacher. 
t 
They were married, they raised their families and 
in some cases, I kind of grew up with their kids. I 
can think of my seventh grade teacher, she used to 
take me and two or three others home with her for 
the weekend. It was just so nice to go with the 
teacher! You know...it was like a friend. My 
parents said, "Sure." You knew the teachers cared 
about you. They used to take me to college 
basketball games. They would take me for a weekend 
down to _ to see a game. 
The teachers' collective sense of responsibility toward 
the students in Gail's hometown was intrinsic to the way the 
community defined what it meant to be a professional. In 
contrast to Etzioni's emphasis on professionals being those 
who have mastered a certain body of knowledge and expertise 
as certified by other professionals in their field, in Gail's 
community such expertise was meaningless if it were not to be 
acknowledged and rooted in many years' service to a 
particular community. 
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My primary reference group is African American. If 
you look at the ladder for black women, it is much 
different than it is for white women. Historically, 
in the African-American community, the teacher was 
an educated person, and they carried themselves 
professionally. I think the whole notion of who is 
a professional depends on the frame of reference, 
so I can very easily say that teachers, including 
the women teachers, in my community have always 
been seen as professionals. 
A sense of historical continuity contributed to the 
professional status of the teachers and, in turn, propelled 
their students to work toward the goals the teachers set out 
for them. 
We had very creative teachers who really let you do 
alot of things. You felt if you wanted to do 
something they supported you in doing it. I always 
remember making face powder, in chemistry class. We 
didn't have a science fair, as such, but we could 
do a project and this was my project. 
I think that's something you find when you 
work in an all black educational agenda, because 
the teachers had problems in getting an education 
themselves. You knew that there was that identity 
that was there. A lot of my teachers lived in 
boarding schools and towns so that they could go to 
high school. They couldn't even go to high school 
where they lived, they had to go to a boarding 
school for high school. So they let us do the 
things that maybe they had wanted to do, or gave us 
the opportunity to do things that were going to 
make us better students like the chemistry teacher 
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letting us make all of these exciting sorts of 
things, be chemists. 
Ironically, the sense of community and achievement that 
bonded teachers, parents and students together meant that 
students were encouraged by their teachers to leave the 
community, despite their own example of remaining within it. 
Everybody just had to do better than their parents. 
Your parents wanted you to go away to college, your 
aunts, your uncles everybody wanted you to go away 
and do well and so did your teachers. Because in 
our area, it was very segregated, so you couldn't 
do anything unless you had an education. The only 
way that you were going to get a good job was to go 
away. You see, at that point the colleges were not 
integrated. Now, I could go five miles from my home 
and go to college, but at that time, you had to go 
to an all-black school and there weren't any 
anywhere near us and there weren't any jobs either! 
Gail first enrolled in a black college several hundred 
miles from her home. It was the nineteen sixties, when the 
civil rights struggle moved from the court system to the 
streets. Students at black colleges were active in the 
movement, protesting, marching and demonstrating. As Gail 
explains, the emphasis was on active participation as a 
demonstrator or as a supporter of the demonstrators. 
I hit college at the time that they were 
integrating cities, not the black colleges like the 
one I went to but cities. So college students were 
protesting a lot. I can remember sleeping in the 
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dorms on the floor because there was firebombing 
and shooting through our windows and things. People 
from my campus were picketing the local stores.... 
I knew I couldn't go to jail because then my mom 
would be upset, and I don't think I could let people 
spit on me, turn dogs loose, hoses...I mean these were 
the things that I knew were happening. Kids would come 
back to the campus bloody. I made signs all night but I 
stayed on campus. 
At the same time that students at black colleges were 
protesting segregation, Gail remembers another kind of 
discrimination. She had originally wanted to major in the 
sciences but discovered that although the college strongly 
supported black education, the head of the science department 
did not support black women who wanted to enroll in his 
department. 
At the time I went to college, the science 
department which I really enjoyed just wasn't open 
to females. I heard that the department chair just 
didn't want girls in the science department. He 
had this policy, if you're a girl, you're not going 
to get out in four years if you majored in science. 
Boys could and most of them did. Or he decided you 
didn't do well enough, so you'd have to take it 
over again. Oh I was furious with Dr. Jones, as a 
matter of fact, I babysat for him! That's how I 
knew, because I was his babysitter. 
Gail knew that she could not afford to spend the extra year 
in college that a major in science would require. She was one 
of eight children. Her father had died during her senior year 
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in high school. Majoring in elementary education, however, 
would allow her to finish within four years. 
I knew I had to get out of school, because there 
were my sisters and brothers who needed to go to 
college. My mother just couldn't afford it, so I 
said, "I'll stay in elementary." 
While integration was the focus of many students' lives 
outside of college, there was no overt discussion in her 
education courses of the possible impact that integration, 
once achieved, would have on the students preparing to be 
teachers or on their own future students. 
There was never any discussion when I was in 
college about what would happen when integration 
came to the schools. They were too involved with 
actually integrating eating counters and things 
like that, they were too involved with basically 
the bussing, instead of worrying about schools at 
that point. 
One benefit of being an elementary education major was 
the additional income students could earn through a program 
established by the college to provide babysitters to families 
living in the North. Gail moved to the Boston area as a 
result of one such job. 
I worked for an artist and his wife in Cambridge. 
They had all these little kids that she couldn't 
deal with. Her parents were rich and paid for a 
year-round babysitter. For five years she had 
someone year round from my college come and 
babysit. You could take a semester off and the 
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college would find you a job babysitting so you 
could earn tuition. In the summers you earn tuition 
for the next fall. Then if somebody couldn't go 
back in the spring semester, they'd come and 
babysit and make their tuition. 
Through Gail's babysitting job she met Mrs. Johnson, the 
mother of the women for whom she worked, who took a special 
interest in Gail. One of the elite colleges in the area was 
looking to recruit black students. Mrs. Johnson sat on their 
boards and recommended Gail. When Gail called her mother to 
tell her about it and ask what she should do, her mother said 
she wanted Gail to come home. Instead, Gail wrote her a 
letter telling her she had decided to enter the program. A 
few days later, her mother wrote back to say the full 
scholarship would be a big help to the family, and thanked 
her for having the courage to go ahead. 
The transition to a very different college environment 
was not easy. In discussing her experiences there, Gail 
concentrates instead on the new academic demands she faced. 
Previously she had been able to combine her school work with 
many other activities—church, helping out at home, working 
with her parents. Here she had to learn to concentrate solely 
on her course work, shutting out anything that interferred 
with it. 
When I enrolled I knew that my skills were not what 
I needed to succeed. I was a very good student 
throughout school but it was just a different plane 
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when I got here. I felt that I had had a good 
education before coming here but it was not up to 
the standards of my new college. The first year I 
found rather difficult because I was so used to 
sitting down, doing something, getting up and doing 
what I had to do other than study. Now I had to 
apply myself just to my studying. 
Gail's new school did not have an education major. She 
decided to major in history, through a new interest in 
African American history. When she graduated, she had no idea 
what to do for work, and took a job at a book store. She 
continued to work in the book store for several years, 
leaving after she gave birth to a daughter. 
When Gail's child was four years old, she was recruited 
by the Boston public schools. The system was under pressure 
to hire African American teachers, having recently been 
placed under a court mandate to integrate the schools and the 
school staff as well as hire more African American teachers. 
Through Gail's job at the book store she had made contacts 
with a number of people who worked in the school system. They 
recommended her to the minority recruiter who had been hired 
to work in the personnel office. 
This was not the first time Gail had been offered a 
position in the schools. Two years before, she had turned 
down such a. request. Now she had a child to support, and the 
salary of a school teacher was far better than that of a book 
store clerk. As a result of the court order, African American 
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teachers finally could count on a permanent and stable 
position in the schools. Although Gail was not certified as a 
teacher, she received a waiver and was hired on a provisional 
basis, as were most African-American teachers at the time, 
whether or not they were certified. 
Unlike most black teachers, Gail's first position was in 
a school in which most of the staff and students were white. 
She was assigned to teach fifth grade social studies. The 
first few years were trial and error. At first she used the 
textbook and the teachers' guide to plan her lessons. 
They gave you a book. And that didn't work for me. 
In Boston the first sign of a good teacher is that 
you can control your children. And I did not know 
how to control children in a positive way. And I 
was teaching things I wasn't particularly 
interested in. I hadn't really developed in my mind 
a perspective or a style or a process or how I was 
going to do things and the kids knew it; they were 
very smart and they said, "Okay, we can eat her for 
lunch! We'll have her for breakfast." 
She was able to turn to two other teachers, one a first year 
teacher like herself, the other a veteran teacher under the 
semi-formal system in which a new teacher was teamed with a 
more experienced teacher. 
They had at that point team teachers, like a master 
teacher who worked with me. I had a friend I taught 
with and it was also her first year. We had Mrs. 
Slater, the only other black teacher in the school, 
who was our master teacher, who would come and 
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spend time with me and time with Susan. She helped 
us plan, she'd come in during reading time and take 
reading groups for us or if we had really problems 
she'd work with those. And it was just a nice team 
teaching thing and we had this master teacher who 
was there every time you had a question! So I 
figured I did well because she was there to hold my 
hand and really help me. 
The second year Gail started out being much stricter. 
She discovered a way to engage her students that did not come 
from the teachers' guide. 
That year I said, "Okay, that didn't work for me." 
That's one of the times I began to get involved in 
writing. I was teaching this class and we were 
getting into Christopher Columbus which was boring. 
I said, "Okay, we're going to go on a journey." I 
had them write journey stories. And they loved it. 
And if seventh and eighth graders from that part of 
the city love anything you say, "Oh, okay! This 
must be good." 
Gail also enrolled in a teacher certification program 
given by a college with a reputation in alternative, open 
education. This program, along with her improved ability to 
manage her classroom, pushed her to consider why she had 
become a teacher and what she could contribute to her 
students. One of her areas of teaching was language arts and 
reading, and it was in these two areas that she pushed her 
own thinking beyond the guidelines established by the system. 
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When I first began teaching language arts I had to 
figure out why am I doing this and what's important 
and what can I contribute to these students' 
education that's unique. And that comes through me 
versus through a book—developing students' writing 
skills versus teaching them grammar sorts of 
things. Having students refine what they write and 
helping them see how they can improve what they did 
seemed to be a much more valuable process than 
teaching them grammar. 
Gail brought this new way of teaching to her "team" of Susan 
and Mrs. Slater. They continued to collaborate, despite a new 
principal who was far stricter than her previous one and who 
did not appreciate the attempts the team made to break out of 
traditional classroom molds. 
We had been so used to working together as a team 
and doing things together until when she came in 
with these strict things, "You have to do this, now 
you have to do this."....I mean, we were ...oh, 
maybe we'll just take the whole class down to the 
library...It was that type of neighborhood, you 
could just walk two or three classes there. 
The next year, her third year as a Boston public school 
teacher, Gail transferred to another school. She was reluctant 
to leave the friendships she had established, but the 
combination of continued clashes with the new principal and 
the chance to teach in a school that was dedicated to the type 
of teaching she had grown to see as effective for her students 
and exciting to herself propelled her to respond to the 
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parent/teacher coiranittee that recruited her to the model 
school. Staffs in the model schools had had a large number of 
African American teachers, many of whom were dispersed to 
other schools two years before as part of the first phase of 
the court order. The principal and parents of Gail's new 
school had fought these transfers but had been unable to 
retain any but a few of the original African American teachers 
who were members of the staff. One of the African American 
teachers who remained recalls, in an interview conducted as 
part of the evaluation study [Freedman, 1989b], the tensions 
that arose among the African American teachers over who would 
be able to stay in the model school and who would be 
transferred. 
When they integrated the city, the _ had a 
staff of half and half and black teachers at the 
_ were all taken out, but four. My principal 
decided if you take all of my teachers out but four 
black teachers, you are taking 16 teachers out of 
my building of about 35 teachers....They were 
bringing in white teachers, because black teachers 
were not all over the city. My principal ended up 
writing and parents wrote to Judge Garrity saying, 
"Look, you're taking half of the staff out..." 
So he decided that eight black teachers could 
stay and that's how I got a chance to stay. Because 
I was team teaching with a white teacher and we 
were the only team teaching program in the school. 
But there were teachers who had more seniority than 
me in a regular classroom that ended up having to 
leave that school which didn't set things great for 
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me. Because some of them still have very hard 
feelings because I got a chance to stay and they 
had to leave, which I can understand. 
Soon however, the chaos that followed integration led to 
the hiring of other African American teachers to these same 
schools. Gail was one of them. 
They called me up! They said they had heard about 
me. I wouldn't have just transferred out because we 
were so close, that we could complain to each other 
about the principal and we still did what we wanted 
to do! But when I read what the model school 
program was like, it was what I really had been 
trying and I figured I could go to a school where 
everybody's doing the same thing. That's what 
really attracted me to it. 
The school into which she transferred was one of three 
model schools established in the city in the 1960s. These 
three schools were originally planned as a model 
demonstration subsystem. The schools were created in part as 
a result of the system's defense against the charges brought 
by the African American community in the federal courts that 
the school committee was continuing to discriminate against 
African American students and teachers and in part as a 
result of pressure applied by many African American parents 
and white parents for progressive integrated schools. African 
American teachers made up almost 50% of the school staff, 
with a similar ratio of white to black students. Under a 
federal program encouraging school integration, the school 
had received considerable grant funds, up to 40% of its 
entire budget [Morgan vs. Hennigan, 1974]. 
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The model schools were also the site of many 
collaborations with university researchers, relationships 
that have continued through the years. Every summer, 
consultants from area colleges as well as England came to 
give workshops to the teachers. An African-American teacher 
working at one of the model schools and interviewed as part 
of the evaluation study remembers the effect the federal 
funds had on her own classroom. 
It was really wonderful, completely different from what 
it had been like at my other school. The first, say, 
four or five years at the _, you had a para- 
professional in your classroom, you had a student 
teacher in your classroom, you were there and you had 
all of these materials: science materials, math 
material, reading material, you know, film-strip 
projectors...! mean just everything that you wanted to 
individualize ...small group headsets, tape recorders, 
record players, everything....And each classroom had 
three adults, so it was just wonderful because you could 
always go on a field trip. You could just tell the 
office you were going someplace and you'd go and take 
your whole class. You already automatically had two 
other adults with you. 
The infusion of funds not available to other schools in 
the system, the attractiveness of the school to consultants 
who could link teachers up with new projects, and the hiring 
process which allowed a combined staff/parent committee to 
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choose the teachers who would work in the school combined to 
create an atmosphere that the teacher quoted above recognizes 
20 years later as unique in Boston to that era and that 
place. Interestingly, this teacher describes a school in 
which the relationships between teachers, parents and 
students—African American and white alike—were in some 
important ways similar to those Gail knew from her Southern, 
segregated school system. The sense of mission inherent in 
the model schools approach differentiated them from the other 
schools in the system and helped create a strong sense of 
community and shared purpose. Many teachers and parents had 
become politically active in the course of the integration 
struggle and other community and city-wide projects. Their 
education in political awareness earned made them a 
sophisticated and savvy awareness of the machinations of the 
school system and ways to challenge that system. The school, 
they felt, was a community they had had the power to create— 
ironically given this power as a means, in part, of keeping 
other teachers and parents from developing their own 
integrated communities. The African-American teacher whose 
interview is excerpted above, continues: 
When this school first opened it was the most warm 
caring place. We had extra money, teachers had time 
to stay after school and plan, we spent summers 
doing workshops and really learning how to work 
with children in multi-groups...we had a nice 
parent-teacher group. I even took a group of kids 
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to Washington with another teacher. I know several 
teachers who did over-nighters with kids who would 
take kids home...but...this was the sixties when we 
all were..you know..there was money there. 
In 1973, one year before the court order mandated 
integration, and one year before Gail became a teacher in the 
Boston public schools, the federal government withheld all 
federal funds to the city when the Department of Health, 
Education and Welfare found the school system in violation of 
the federal civil rights statute (Morgan vs. Hennigan, 1974). 
Despite this loss in federal funds, the model schools, among 
the very few in Boston itself and the Boston metropolitan 
area with integrated staffs and integrated student bodies, 
continued to attract researchers and consultants. Once 
transferred to the school, Gail became part of the group of 
teachers invited to participate in the workshops and test out 
the curriculum materials these researchers and others 
developed. She continues to work with these consultants, many 
of whom have themselves moved from university to university, 
from educational consulting firm to educational consulting 
firm, working on grants received by these institutions from 
public and private sources. Gail's classroom has often been 
incorporated as a demonstration site into the grants these 
consultants write. Gail explains; 
Ever since then we meet as a group, pretty much 
once a month. They're all into computers now. 
Sometimes they have software, something that they 
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want me to look at or I work with them over at 
E.D.C or one of the other big think tanks, 
educational consulting companies. I just wrote a 
proposal with them, a $700,000 grant for computers 
in the classroom, and developing software. 
With the change in federal funding for research and 
development, Gail knew she could not depend upon consultants 
continually to provide her with materials or the chance to meet 
other teachers. Gail's involvement in Impact II and other such 
programs was to a great extent born out of her desire to 
continue to find the resources these grants periodically 
provided for her, and to learn from other teachers about new 
materials and how to use them. At the same time, her continued 
contacts with researchers have educated her about the world of 
grants and made her aware what successful grantwriters do to 
obtain them, and what grants can and cannot do. 
What Impact II gave you is what you used to get at 
this school...the extra money to buy things. With 
Impact II if you find something that somebody's 
using that you want, then you have the money to buy 
it. You get money to go to things and a chance to 
work with other teachers, to share ideas which I 
really enjoy....It is also the only direct access 
people have to choosing materials and getting them 
quickly. Because the only time of year that you can 
order anything is April or May, for the next year. 
So, in December, you may have ordered certain 
things, and one, they may not have come and two, 
you may need something else; I have gone to 
workshops and heard teachers say that they didn't 
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have any notebooks. Now I should have some money 
someplace to say, "Can I get some maps?" 
She also wanted a fund that would allow her to buy what she 
herself decided she wanted rather than what a researcher needed 
for her to try out in her classroom or what the city thought 
appropriate for her grade level. 
For example, I wanted certain historical fiction 
books. Now, these books aren't something that's 
recommended for my grade level, we're supposed to 
use the basal reader. I could probably get paper 
from the city, so I'd rather go out and write a 
grant for books, and let the city pay for my paper 
and pencils or say maybe other books they recommend 
in my classroom. I can find a grant out there to 
write to get the historical fiction. I haven't 
found one yet but I will and I'll be able to get 
multiple copies too. Somehow I'll get them. 
Other grants beside Impact II provide materials to 
teachers. Gail's own school is particularly attractive to 
funders and employs a full time grant writer. Many of the 
school-wide grants they receive stipulate providing materials 
for teachers. That does not always mean that an individual 
teacher can be assured of receiving such materials. 
You can function in this school two ways. You can 
buy into the mythology that it's a _ 
school, or you can go with reality and see that 
it's trickle down. Administrative trickle down, 
okay? And if you accept that premise about how 
this school works, you won't have those kinds of 
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problems because all you have to do is figure out 
how to work within that framework....! found out 
that there was some money, and I use my words 
carefully, I found out that there was some money 
that was available...I already picked out the books 
that I wanted. And I said, "Excuse me...can I get 
thus and such?" and if the order goes through I 
will get what I want. Not what somebody else 
chooses. That's the process in this school. I don't 
like it. But I can make it work for me. I really 
think that it should not be based on ...you found 
out something somebody else doesn't know...or,"go 
see Mr. Stoddard and he'll pay for it for you." It 
wasn't, "All of my teachers have this privilege." 
It was like Animal Farm. Somebody who's been in the 
school longer than I have said, "Oh, how did you 
get such and thus?" And I said, "Oh, I just went 
in...and put my order in." And they said, "Oh, 
really?" 
Gail's confidence in writing grants to provide resources 
to her individual classroom or professional development 
experiences for herself is a recent sensation. Despite her 
close working relationship with the consultants, she had not 
learned how to do the one thing they themselves ne^ed to do 
to keep working in education, write grants. Gail explains 
that writing her first grant application forced her to 
recognize that her students were not the only people who 
needed intensive work on their writing. 
There was a time when I was very insecure about how 
well I wrote, and I would not submit anything 
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unless I knew that it was right on the money. Once 
somebody said, "You need to write thus and such to 
be considered for a particular grant." And I wrote 
it and I realized, "Oh, I'm going to hand this in," 
and it wasn't of any quality. So I said,"I have to 
figure this one out." It was like a puzzle...I'd 
come across a puzzle and I said, "Wow, all the 
pieces are here...let me figure out how to put it 
all together." But nobody walked up to me and said, 
"Gail, you really need to know how to do this." 
Gail feels that writing grants is a very specific form of 
writing, one that requires the writer to stay focused on the 
specifics of the program as defined by the funder. 
To be a successful grantwriter you have to follow 
directions. You have to be thorough and specific so 
that you answer every question that they ask you as 
specifically as possible. And if you don't get 
funded the first time you go back and do it again. 
The form of the proposal emphasizes marshalling the resources 
needed for a particular curriculum unit along with a set of 
activities and teaching strategies, and packaging them into 
one identifiable module which can be labelled and presented 
easily to other teachers. Teachers are not asked to define or 
pose a concern they have formulated in the course of their 
teaching, nor is there provision in the grant application for 
doing so. The emphasis instead is on solving a problem within 
the curriculum by working within a defined framework to claim 
a solution to that problem. The tentativeness and exploration 
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that characterizes the way many teachers work within their 
own classrooms is washed out in grant applications that 
expect definitiveness and a guarantee that if the teacher is 
awarded the grant, she can promise positive results. 
They just ask where you're going to spend your 
money, how you are going to spend it, what things 
will improve your classroom, what will improve your 
teaching. But I think a lot of the grants ^ cause 
you to think and I think they force you to clarify 
your issues in terms of what sort of curricular 
issues you're working with. They don't ask about 
teaching issues because the money usually ends up 
buying materials or field trips. That doesn't 
clarify teaching issues, it clarifies curricular 
issues. 
Gail also feels that being a good grantwriting does not 
necessarily transfer to successful teaching, despite the fact 
that grantwriting is designed to encourage good teaching. 
Some people are uncomfortable writing, period. I am 
not particularity uncomfortable writing. I have 
learned to work at it with my writing because it is 
important enough to me. But it doesn't mean if 
somebody doesn't like to write, that they are a bad 
teacher. There are people who teach who are very 
insecure about writing, therefore, if it entails 
writing just to get in the door, they will not do 
it. That's the gatekeeper. I don't like gatekeepers 
and we have them in this society and that's a 
gatekeeper. And the other part is, if you have to 
have a way of filtering, and if that's the filter, 
that's the filter. 
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Gail notes that while granting agencies ostensibly 
choose teachers on the basis of merit, other factors play a 
role in excluding otherwise competent teachers. For teachers 
with outside commitments or responsibilities, there is little 
flexibility or leisure to accommodate the extra time these 
grants require, given the normal loads of their teaching 
requirements and family obligations. It is striking that the 
great majority of teachers participating in Impact II as 
demonstrators reported few family obligations. Fewer teachers 
of color may participate in such programs since according to 
the state census [Massachusetts Board of Education, 1991] 
minority teachers are younger on average than white teachers 
and may therefore have young children. 
When my daughter was young I didn't even consider 
participating in these sorts of programs, since I 
was a single parent. You know, I just didn't have 
the time to focus on them because they become an 
additional thing in your schedule. So that she's 
not a young child, is helpful. And in that way, one 
of the things that excludes people...they have 
young children, they don't have time to do all 
these things. It would drive them crazy. Now I say, 
"Okay, I'm going to take this Saturday and I'm 
going to go to this workshop." 
Gail goes on to question grants as a means of funding 
schools while at the same time recognizing that her own 
success compels her to continue to compete for them, knowing 
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her skills as a writer will insure her the rewards that 
grants bring. 
Part of funding, part of writing proposals is who 
can write the best. Who has a good idea and can 
write it so that the check is written. I don't know 
if that's how you approach educating a city's 
population or a country's population. I think it's 
morally not just but does that mean that I'm not 
going to try and play the game? I don't know. I 
think that I would try and play the game or develop 
the skills to try and play the game as versus not 
play the game.... 
Then you have to ask the question, what do you 
do to bring out a person who is doing wonderful 
things in their classrooms? This society circles 
around documentation. How do you document? How do 
you make it sellable to someone else, show your 
pictures? I don't know how you do it, in the 
context of this society, without using language. 
To come to terms with the contradictions that the grant 
system poses for teachers, Gail works with individual 
teachers with whom she has developed a working relationship 
to make sure that they receive some of the benefits that the 
grants can provide. ^ 
There is a person on the other side of the building 
who I think is a very fine teacher, I don't really 
know but I think the person is a very fine teacher. 
The person expects children to write, and expects 
children to do reports, and I said to the person, 
"Oh, let's do X. Let's do this project and see if 
we can get some money." And the person refuses. 
282 
does not write, will not write, refuses to write, 
all this negative about writing. Why is this person 
making all these expectations for children and 
won't do it himself? And then I said, "Well that's 
all right. Can I breach this gap?" And I literally 
sat the person down, interviewed the person, wrote 
what the person said in the format of the grant, 
and had him sign it. And I signed my section as 
mine and he signed his section as his. I didn't do 
very much, I just put it in a formal language. We 
got the grant. Now that person might never apply to 
Impact II. In fact he never does. 
Working with this teacher on the very focused task of 
writing a grant in which the emphasis is on developing a 
program or ordering funds to meet a specific need does not 
translate for Gail into talking about many other issues she 
feels are central to her thinking about teaching. In 
particular, she senses that the very narrowness of the issues 
as defined by the grants preclude a more in-depth discussion 
or a more candid, open exploration of teaching and what it 
means for those with whom she works. 
Another reason for her reticence is rooted in the fact 
that her school has recently experienced a staff turnover. 
Many of the people with whom Gail had worked for many years 
have been transferred out, and a whole new group of people 
have transferred in, part of the periodic shifts that 
overtake the school system as a result of layoffs, bumping, 
and the transfers of principals who often bring with new 
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staff with them. Gail herself had moved to a new grade level 
as part of the general shuffling of staff positions. Making 
sure that a mix of African-American and white teachers work 
together in each cluster means that every time staff are 
transferred into or out of her building, teachers may be 
reassigned and new teams formed. Gail senses that she must be 
more circumspect and guarded with her new team because they 
do not share a long history of working together and working 
through issues as she was able to do with the teachers with 
whom she had previously teamed. 
I worked with many of the people, who are now gone, 
for a very long time, and when I used a certain 
tone in speaking to them, it was taken in the 
context of who I am because they had known me for 
10 years. So what they perceived may be different 
from what people perceive now. I have a much 
different relationship with people now, I didn't 
grow up with them. I can say I grew up as a teacher 
with those other teachers. We all grew together. My 
life experience evolved. I didn't realize then that 
we were all relatively young. We were relatively 
stable. We were not experienced in the cuts that 
schools are experiencing now. Now I come with a 
deeper sense of what ought to happen on the 
administrative level, as a teacher within a 
cluster, as a teacher in my classroom. I'm not 
working out the same things here that I had to work 
out then. 
Gail's experience in writing a grant for the Impact II 
Bicentennial grant illustrates the contradictions, the 
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possibilities and the limitations that the grant system 
incorporates for working through such issues with teachers 
within one's own school and school system. At first, Gail did 
not want to submit a grant. Gail sees grants first and 
foremost as an opportunity to enhance her own teaching. 
Working with other teachers is a positive by-product, but it 
is not meant to overshadow her commitment to her own teaching 
and the learning of her own students. She had not intended to 
teach the Bill of Rights in her own classroom, in part 
because the curriculum as outlined for the school system for 
the grade level to which she was assigned did not include 
United States history. 
I think people in Impact II, especially the 
demonstrators, are driven by, I am driven by the 
thoughts in my head as to where I am going, versus 
what my principal thinks, or my coworkers think. I 
really travel on my own vision, and that may be 
true for other people in Impact II. I look at the 
curriculum, and at who and what I am teaching, I 
look at the texts, and try and say, "What do I 
think is important, within all this, to teach?" I 
can't do that the first year I teach a subject, 
because you are really finding your way through 
something. 
This year, teaching the sixth grade is very 
different from last year. Last year was the first 
year I taught it, and I tried to work with the 
texts that I was given. I didn't select the texts, 
and because that's not my inherent style, that was 
very frustrating. This year, I has a sense of where 
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I am going, the direction was much more in concert 
with the way that I am comfortable. Next year, I 
will hopefully be in even more control of certain 
things, I have a much different vision today than 
that I had last year. 
Gail had, however, developed a curriculum unit which she had 
submitted to Impact II several years before, based on her 
work in her previous grade level. She makes clear that she 
did not submit an application to demonstrate that unit until 
she had spent a number of years refining her approach with 
several classes, continually selecting appropriate materials 
and teaching strategies. Her insistence on submitting units 
to Impact II that she had developed out of a focus on what 
her own students needed to learn meant that she could talk to 
teachers about "what really works." The "I've been where 
you've been" quality that comes from an organic and original 
connection to the subject matter and approach is often cited 
by Impact II and other such programs as a major attraction 
for teachers. 
Agreeing to submit a proposal for the Bicentennial 
Commission program for a unit she had not yet taught meant a 
new departure. Despite Gail's misgivings, the project 
director urged her to adapt her own project for the 
Bicentennial Commission grant by refocusing it on the Bill of 
Rights. Being able to refine her project pushed her to 
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explore the connection between the Bill of Rights and lessons 
she wanted her students to explore. 
I submited it late, because she called me and said, 
"Gail, submit it as it is," and I said, "But there 
is no connection." She said, "Do not worry about 
that now. Submit it." It took me a while for the 
connection to click, and after I submitted it, and 
the comment came that I had to show the connection, 
then I began to think about it, and read a bit. 
That’s when it began to dawn on me—what the 
connection is. But it wasn't until the director 
forced me to really look at it and said, "This will 
work." I saw a connection...and I'm glad that she 
did push me. 
Gail discusses the way she presents the issues she is 
teaching in the unit to her students and the way she will 
present this unit to the teachers during the Impact II fair 
to interest them in adapting her program. There are crucial 
distinctions. Gail first makes the point that while the 
Bicentennial Commission is organized as a celebration of the 
passage of the Bill of Rights, in fact the first ten 
amendments, when passed, were not guaranteed to all. Here she 
expresses her overall perspective on the Bill of Rights. Gail 
implicitly raises the issue of the white, dominant group's 
fighting to maintain its power within American society and 
the role the African American community has historically and 
continually played in resisting that dominance. 
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The Bill of Rights as we advertise it and 
propagandize it in this country today, it's all 
encompassing. Historically, it is not all 
encompassing and as far as I am concerned, people 
ought to be aware of that and that it is a document 
that expands because our population forces it to 
expand. Women don't get the right to vote until the 
20th century, it's because women pushed to get 
that. Men didn't push to get that amendment. So to 
understand the Bill of Rights is to honor it and 
understand what makes it work. 
She next talks about what she emphasizes with students when 
teaching the Bill of Rights unit—the historic role the 
African American community has played in expanding the Bill 
of Rights from a document that protected some people to one 
that is protecting more and more people. 
For me, the kernal of what I'm trying to do is to 
teach, to introduce African American studies in a 
way that demonstrates to students that African 
Americans in this country have contributed 
significantly to the development of this country 
and have contributed signifcantly to the expansion 
of rights in this country. Without the Civil Rights 
movement which I don't get to, you don't have the 
women's rights movement as you have in the 60s and 
7Os....I'm trying to show people that African 
Americans have been a positive force in this 
country because we get a lot of negative press. The 
tenth amendment is important and it's a base of 
what people should understand but that's not my 
goal. 
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She then connects the particular lesson drawn from the Bill 
of Rights about the need of the African American community to 
exercise "effective effort" and the historic role models 
within that community that demonstrated that kind of effort 
in the service of that community. 
The other goal that I have is that students 
understand that the only way you are successful in 
this world of worlds is through effective effort. 
If you don't put in an effective effort you don't 
accomplish very much unless you happen to be blond, 
sexy and cute and have blue eyes. Then you might 
have a fighting chance of just walking into 
somebody and snapping your fingers. But that's not 
most of America's context for success. Success is 
not built on intelligence. There are a lot of dumb 
people who are successful in an economic way. There 
are a lot of smart people who are alcoholics and 
drug addicts in this country. And it's not because 
they're not smart, it's because something has 
gotten in the way. 
Here she is stating that African Americans have been 
among the groups most responsible for the expansion and 
retention of civil rights in this country, without mentioning 
that in doing so they have fought against and encountered 
fierce opposition by whites. In this approach, the progress 
and the struggles of the African American community to 
achieve civil rights are introduced to students without 
bringing up the fact that they have struggled against someone 
or some groups. Helping students understand how and why the 
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dominant groups have opposed and continue to oppose the 
expansion of the rights outlined in the Bill of Rights is 
left unsaid, while at the same time exploring this resistance 
is implied in Gail's approach. 
Gail consciously includes neither the emphasis on the 
historical evolution of the Bill of Rights nor the role 
African Americans have played in expanding its application 
and the resistance they have encountered in the description 
of her unit that is published in the catalogue of curriculum 
units sent out by Impact II to all Boston teachers in order 
to introduce the units among which they can choose to adopt. 
In my catalogue description, I emphasize that the 
unit is doable and manageable, and cheap, 
economically cheap so that they have some 
guidelines of what they can do. They may even want 
to do the same things, the exact same things, or 
they may not want to do the exact same things, they 
may have their own ideas and want to do some other 
people, and I want them to have that freedom. That 
it is a manageable thing to do, within the complex 
of things that they have to do and that it's cheap 
enough that they will do so that they will also 
have money to spend on things that they are 
interested in buying for their classroom because 
they have the money. I don't want them to feel that 
all the money is taken up by buying stuff to fit 
into this model. 
In planning how to introduce her unit to other teachers, 
Gail, like any experienced teacher, must first consider the 
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background her audience brings with them and their possible 
motivations for applying to adapt her program. The 
description she has given about how she will present her unit 
reflects these assumptions. It also reflects the way the 
program has structured what is considered suitable for 
adaptation and the supports it will offer for different kinds 
of approaches and perspectives. Despite the fact that Impact 
II is designed to provide opportunities for teachers to 
discuss teaching issues and curriculum concerns in many cases 
unavailable to teachers in their own schools or ones they 
consider too difficult for them to talk about with people 
they have to work with on a day to day basis, the program, 
through its application, schedule and structure makes it 
difficult to do so. Teachers meet only a few times in the 
program, in large groups. A great deal of the formal time is 
allocated to instructions about the reimbursal of funds, the 
schedule of events, and the accomplishments of individual 
teachers and the program itself. 
The conversation that happens in school is very 
informal and on the run and based on a lot of trust 
and boundary setting because people have worked 
together. That's one conversation. The conversation 
of Impact II is very much focused on the curriculum 
sorts of things that we're trying to do, and bring 
to other people and make it successful and make it 
a positive experience for people. Very focussed on 
one issue. In Impact II you can't have those kind 
of in-depth conversations if you only see people 
three or four times during a year. When Impact II 
meets there's a much larger groups of people, when 
we meet as a whole group it's to celebrate. 
The continuity, stability, and sense of shared purpose 
that Gail feels essential to recognizing and openly 
discussing issues of controversy—issues central to her own 
mission as a teacher—are particularly difficult to develop 
in a school system such as Boston where racial, class and 
linguistic tensions are a part of the historical record. In 
her own class, Gail can identify self-consciously as an 
African American teacher teaching mostly African American 
students, similar to the way her own teachers identified 
themselves with their students. 
The teachers within the system are, however, far more 
diverse in their racial, religious and socio-economic 
background as a group than the students they teach within 
their individual classrooms. They are keenly aware of the 
tensions and real conflicts that have persistently affected 
the status, employment and perceptions of different groups of 
teachers. The competitive structure of schools is intensified 
by the resulting destablization, encouraging teachers to seek 
the relative peace and autonomy of their individual 
classrooms. Gail, in discussing models of professional 
development that would encourage more in-depth discussion 
among teachers, points out some of the barriers to 
instituting such a program, especially one that was based on 
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self-selction as many of the professional development 
programs are, in an individual school. 
We don't have our nation-wide cultural model for 
how teachers work.that support each other. I 
call this classroom my kingdom. I say there is 
peace in the kingdom....Something like that (a 
support group for teachers that discussed core 
teaching issues) would be wonderful if it were done 
in the school, maybe. On the negative side it could 
create in groups and out groups, people who were 
included and people who were excluded. And that 
kind of inclusion and exclusion, depending on how 
people chose to be a part of it, could be very 
divisive and the last thing people need at this 
point are ways to divide. 
One of the things that could come up in the 
process is the politics that comes up in a school 
unit as a whole. I'm not even sure that if I would 
lose something, but I think one of the things that 
would come up...I know one of the things that would 
come up is the politics of relationships in a 
school and the politics of the power in that 
particular building. ...And there are repercussions 
of the conversations in a broader community. People 
are not quiet. Teachers are not quiet. They don't 
keep things to themselves. So that if you wanted to 
bring up a particular issue, say a teacher to 
teacher issue in this group, one it would be very 
hard, two it would go through the whole school 
community. 
Impact II and other such broad-based programs, system 
wide programs, are designed in part to alleviate such 
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problems by creating groups of like-minded teachers who self 
consciously chose to discuss curriculum issues and teaching 
concerns with each other. However, the program, by 
emphasizing inclusiveness, encourages teachers to 
universalize their programs by minimizing or avoiding issues 
with the potential to introduce present-day conflict or 
controversy even if such programs are designed to address and 
heal such conflicts within individual classrooms. As Gail's 
case illustrates, many teachers choose to represent to 
teachers not what they actually teach in their classrooms but 
what they assume to be acceptable to the diverse group of 
teachers who teach in the system or what they assume the 
system will allow them to present. 
Impact II and programs like that are not changing 
the model. They're offering something else. It's 
offering...it does offer a support system but not a 
support system that enhances people in that way, it 
doesn't provide that sort of nest. No. It provides 
a nest that says, "You're capable and you can do 
it," but it doesn't necessarily provide the nest 
of, "Let's sit down and talk about X question." 
I've never seen that happen. - 
Gail's experiences in Impact II and other such programs 
have encouraged her to bring her workshop to teachers outside 
the Boston public school system. In some cases she has 
applied to be a presenter; in other cases the organizers have 
sought her out, hearing about her from their contacts with 
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consultants and other teachers active in their associations. 
Interestingly, when Gail presents projects she has developed 
through Impact II to teachers from outside the system, such 
controversial issues arise. The conferences in which these 
presentations occur are often explicitly designed to raise 
such issues. The audience, predominantly white, comes wanting 
to explore them, particularly with an urban teacher whose 
life experience as an African American woman teaching in an 
urban school provides an authentic entry into the issues 
facing urban schools for those who do not work within them. 
Gail notes that in these out-of-the-system workshops, 
teachers name their race, something not done in workshops 
held within the system. She enjoys the opportunity these 
conferences provide for presenting her work to a broader 
network of teachers and scholars. 
They asked questions, "I'm a white teacher. How do 
you deal with the issue of discomfort?" and I said, 
"You have to be real clear about yourself and think 
through some of your own issues before you pick up 
some of these issues." I don't know if I'm very 
helpful to people on that issue. One of the things 
that I heard in the workshop that I probably will 
use would be a similar question was asked and a 
white person posed that question and a black woman 
answered and a white teacher said, "Maybe it is 
important that your white students experience that 
pain. You have to help them understand that that is 
the pain that black students frequently have in 
their life...." 
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Recently, Gail has also expanded her grantwriting 
activities as part of her on-going relationship with the 
outside consultants she first met almost 20 years ago. These 
consultants have started to ask her to write mini-grants for 
her own classroom, cluster or school as part of the larger, 
multi-site grants that researchers are now submitting to 
national foundations and federal agencies. Funders have begun 
to require researchers to document their working 
relationships with teachers as well as to show that the 
projects in the grant have been developed with the active 
participation of teachers and to demonstrate that teachers 
have a sense of ownership and control over the actual 
activities of the grant. Unlike the university and private 
sector participants, teachers like Gail are not paid to write 
grants. The taken for granted concept among professional 
grantwriters that many of the grants they write will not get 
funded is cushioned by the fact that they are able to use 
overhead from other grants to cover their salaries while they 
are writing many grants, only a few of which will get funded. 
For teachers like Gail, the situation is not the same. 
Time spent on writing grants and participating in grant- 
related activities often means an overload for them, time 
taken away from teaching, or more commonly, expended on 
weekends and late at night after their teaching and family 
responsibilites are finished. There are virtually no planning 
296 
grants available to teachers. Funding sources that do offer 
the planning grants generally earmark them for universities 
or research institutes for these institutions own, already 
well-defined projects. These institutions then allocate small 
amounts to schools to pay for substitutes or a specific 
number of hours of overtime needed for the teachers to write 
their segment of the grant. The money provided to the schools 
from the universities is based on what the universities 
perceive the workload to be for teachers and what they are 
willing to set aside from their own, larger budget. 
Moreover, the very proliferation of grants means that 
any number of different outside institutions may ask Gail and 
teachers like her, who are active in grantseeking, to respond 
to their need for teacher-developed mini-grants at the same 
time or close to the same time. Last year Gail worked on a 
grant for her cluster which they heard about through a grant 
administrator who had previously worked in the school system. 
She was not satisfied with the final proposal, but the 
personal connection with the administrator gave them the 
sense that they stood a good chance of receiving the grant. 
In the fall at the last minute we put together— 
myself and a few other teachers—a _ grant 
proposal which was not well written, it was done 
in a hurry. Because the idea was...it's a lot of 
money..and the thought was that much money 
shouldn't be wasted and we should use it to further 
our goals. The main difficulty was the limited time 
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and the diffuseness of the goals. We had no real 
clear goals. The administrator kind of didn't want 
to put anything in black and white that she didn't 
think everybody could buy, and it's very hard to 
get something that everybody is going to buy unless 
you've had a lot of time to talk and discuss and 
plan it together. And when a lot of people 
participate in something like that it got watered 
down so that the end proposal...! thought, was a 
very poor proposal. 
Immediately after completing work on that proposal, Gail 
was contacted by a local university for whom she had written 
a grant as part of their first round submission for a large 
federal grant. The university did not receive an award during 
that round but was encouraged to submit a somewhat different 
proposal for another grant contest sponsored by the same 
federal agency. 
But what happened was about a week after we did 
that proposal which took alot of time, alot of 
energy and a lot of frustration, we got word from 
_ (a local university) that, oh, 
they got some money, and couldn't we just resubmit 
the proposal we had written for them a year ago, it 
was slightly different, and we'd have to sort of re¬ 
write it and it was like, no way! At that point, 
I'm not writing anything I I'm not doing anythingI 
So the parent who had worked with us on the 
original one pulled together something and 
submitted it. Again, I don't think it was put 
together all that well, it was done sort of in a 
hurry again, so we never did get it. But we're 
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resubmitting another one this summer to the 
university as part of their overall proposal. 
While researchers may have a number of projects they are 
thinking about working on, teachers such as Gail are 
interested in participating in these types of grants because 
they want certain kinds of materials for their own 
classrooms, clusters, and schools, which they cannot 
otherwise obtain. 
I think large infusions of money can help certain 
kinds of things. I think if you have a real clear 
vision of what you want, something very specific 
and you give it alot of thought and you take the 
time, then it probably is worth it. We're doing 
alot more with thematic learning this year. We're 
doing alot more with science. And alot of people 
do not do much science. So there are ways to get 
help. 
The thing is that a lot of these grants have 
their own agendas. And their own guidelines of what 
they want to have. Right now this university wants 
their new _ grants to have a component where 
they basically, not sell it, but it can be 
replicated. So they want people to write 
curriculum. And I'm not sure that we need money in 
our school for that kind of thing. It's 
complicated. Yes, we want money for science, but 
no, we don't really want the money to write 
curriculum for other programs but to develop 
programs and mostly convince other teachers here to 
use them. 
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At the end of our interview series, I asked Gail to 
summarize how she views grantseeking now, after we have had a 
chance to discuss and debate its influence and effect on her 
own situation as a teacher and on teaching in general. Her 
answer reflects the contradictions and conflicts she faces as 
someone identified as a successful grantseeker as well as 
someone who defines herself primarily as a teacher. 
What we're talking about is a fluid moment in how 
things are done and things are changing. If the 
state money is declining and there's private money 
that's increasing it's fluid and at the same point 
it's going to level off and balance, and what's the 
balance going to be? And will schools have to work 
as hard to get funding as they do to educate 
children or will they be able to rely on funding 
that is there so that they can go off and educate 
children which is supposed to be the purpose of 
schools anyway? Or do you end up having to have 
people who are fundraisers and recruiters when 
they're supposed to be teaching and therefore, 
they're not educating children but providing a 
service so that others can be educating children? 
Those are the things that I see happening at the 
moment. ^ 
Another African American teacher, who also grew up in a 
segregated Southern school system and who has enjoyed success 
as a grantseeker, ended our interview with this observation: 
Teachers shouldn't have to be grantseekers. I was 
educated in one system and I work in another. I 
came from a system that thoroughly convinced me to 
be a teacher but this system makes me feel that 
it's working against me. 
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Her remarks remind us of the history behind these 
teachers' choices. They suggest the ways the teachers have 
worked within these choices, while at the same time 
struggling against them to maintain their vision of the role 
of the teacher in whatever community she creates. Many 
African American teachers who are active grantseekers, as 
well as others working in urban schools, do so because they 
want to ensure that the students they teach reach the 
potential the teachers see within them. The teachers also 
want to realize the potential they see within themselves. 
The President (Bush) has talked about schools that 
are doing well are the ones who are going to go out 
and write those grants. And they're going to 
continue to do well. With schools that are not 
doing well, there's nobody going to take the 
initiative to do the grants and make them do 
better. So it's like the richer get richer. 
The grant system celebrates meritocracy and the role of 
the individual teacher or school, forcing individual teachers 
and staffs to compete against their next door neighbors or 
the next school over for the limited number of grants awarded 
in such contests. The kind of self-promotion inherent in 
grants is far different from the sense of pride and 
identification which these African American teachers remember 
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as characterizing the communities in which they grew up and 
from which they draw their role models of good teaching. 
I feel that that's why I write them because I still 
want to be a good teacher and I want my kids to get a 
number one education and that’s the only way that 
they're going to get it because the system...the city 
is not going to give it to me, so the only way I'm 
going to get these types of things in my classroom is 
to write grants to get them so that kids in my room 
will get this number one education. 
CHAPTER 7 
SUMMARY OF FINDINGS AND IMPLICATIONS FOR 
FUTURE RESEARCH 
Summary of Findings 
The three central questions the study sought to answer 
about teacher/grantseekers were; 1) why do those urban 
teachers who participate in such programs do so? 2) in what 
ways do they feel their participation has affected how they 
teach, their commitment to teaching, their relationship with 
other staff members, and their sense of efficacy as teachers? 
and 3) how has their participation in the program affected 
their willingness to continue participating in such programs 
as curriculum developers and as grantseekers? The following 
section will summarize the answers to the above questions. 
What is clear from reading the composite biographies and 
from the summary of the main points below is that 
grantseeking has developed out of a contradictory set of 
pressures on teachers and education in general. It is also 
clear that grantseeking has presented teachers with a series 
of contradictions in terms of their relationships with 
colleagues, students and parents; with their own sense of 
what good teaching looks like and feels like, and what they 
see as their own goals for entering teaching and the goals of 
education for public schools in general. 
The points outlined below are therefore contradictory to 
some degree. While the first section below attempts to answer 
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directly the three questions with which I began my study, the 
points outlined below do not hold for every teacher who is an 
active grantseeker. The first section also excludes the 
effects of teachers' participation on those teachers who do 
not participate actively in such grant programs and on the 
schools in which they teach and the educational system as a 
whole. The composite biographies include extensive discussion 
of teachers' perceptions of these effects. The second section 
speaks more generally to the global effect of such grant 
programs and the possibilities of redefining their mission 
and structure. The final section will suggest ways in which 
the effect of individual teachers' grantseeking connects to 
other areas of grantseeking and changes in the labor force 
outside of education. (Appendix C lists suggestions made to 
Impact II:Boston for a realignment of the program, part of 
the evaluation study prepared by myself as evaluator.) 
Why Do Urban Teachers Participate as Grantseekers? 
l.Why do those teachers who participate in such programs do 
so? 
a. For teachers awarded grants through these programs, 
such programs provide discretionary funds for their 
classrooms unavailable through their own school 
departments. Without such funds, they would be unable to 
teach programs that move beyond traditional lecture- 
oriented or textbook-bound lessons. 
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b. Such programs create a means for participating 
teachers to maintain morale at a time when proposed 
layoffs and decreased funds threaten to undermine 
individual and general teacher morale. 
c. Such programs identify these teachers as exemplary 
teachers, validating their own sense of expertise and 
commitment to teaching as well as increasing their 
recognition within their own schools and school systems 
as well as beyond their own schools and school 
districts, sometimes extending to the national level. In 
a system in which layoffs, transfers and bumping are a 
way of life, such recognition is vital to finding and 
keeping a satisfactory position. 
d. Locally based programs with modest cash awards serve 
as a stepping-stone and a training ground in speaking, 
writing, and networking leading to regional and national 
programs that provide larger cash awards, an opportunity 
to travel, and possibilities for sabbaticals and long¬ 
term fellowships. Teachers must continually participate 
in many smaller programs in order to be eligible for 
those with larger awards or more recognition. 
e. Such programs provide teachers with leverage they can 
use in negotiating with their principals, other 
administrators, or other teachers. 
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f. Such programs help teachers to organize their 
teaching methods and to reflect upon what they do and 
how they do it. 
g. Such programs create an alternative to school-based 
curriculum projects, essential to many teachers who feel 
isolated or simply confined within their own buildings. 
h. Such programs provide a means of disseminating 
teacher-developed projects from school to school and 
throughout the system. 
i. Teachers who are non-parents and without family or 
community obligations and have discretionary time note 
that they see such programs as part of their normal 
social activities which provide them with the networks 
and friendships they see as vital to their sense of 
themselves as being a part of a community. 
How Has Grantseeking Affected How They Teach, Commitment To 
Teaching, Their Relationship with Other Staff Members, and 
Their Sense of Efficacy as Teachers? 
2. In what ways do they feel their participation has affected 
how they teach, their commitment to teaching, their 
relationship with other staff members, and their sense of 
efficacy as teachers? 
a. Most teachers report that such programs confirm them 
in their already strong dedication to non-textbook 
oriented teaching and provide strong support for such 
teaching. They report that such support is crucially 
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important because of constant pressure—either from 
administrators, fellow teachers, groups of parents—to 
concentrate on test-oriented, basic skills teaching. 
They do not see the grant programs as encouraging them 
to change their basic teaching strategies or 
orientation. 
b. The programs introduce them to a wealth of resources 
without which they would be unable in a non-textbook 
oriented approach. 
c. While these programs explicitly are designed to 
validate teaching itself, the emphasis on writing the 
proposal and disseminating the selected units takes 
teachers away from their classrooms on a regular basis. 
Teachers report that these opportunities to spend 
increased time with other adults, particularly in the 
role of consultant, have encouraged them to increase 
their efforts to move in this direction. 
d. Participants report that such programs provide 
alternative communities that nurture strong ties among 
teachers who participate in them. Such programs, while 
increasing and developing communities among like-minded 
teachers, in many instances create or exacerbate 
divisions between themselves and others, particularly 
between themselves and colleagues within the same 
building who do not have equal resources in terms of 
classroom materials or time away from classroom 
teaching. 
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Language minority teachers active in these programs 
are particularly isolated within the programs themselves 
and see themselves viewed as exceptions to the rule. 
They are especially sensitive to the non-participation 
of most language minority teachers in programs not 
specifically tailored to encourage language majority 
teachers to work with language minority teachers, 
e. Teachers report an expanded definition of what it 
means to be a good teacher, including participating in 
building level, system level and national discussions 
and projects to reform education. Such programs expand 
the definition for participants of the "good" teacher 
and the demands made upon her by requiring teachers who 
wish to be considered among the "good" to be attentive 
to and effectively teach their own students, to learn 
about the latest learning theories, to become master of 
the new curricula, to write proposals, to administer 
them, and to act as mentors to other teachers and to 
network with a broad group of teachers. 
To some extent, this includes their seeing the 
teacher's role as only partially fulfilled by being in 
the classroom, with the possibility that some teachers 
would spend substantial amounts of time away from the 
classroom while retaining their sense of identity as 
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classroom teachers. These multiple and in some cases 
conflicting roles have created strong demands and 
conflicts for a number of teachers, particularly the 
many who have not received a day off a week to serve as 
university sponsored mentor teachers and those who have 
demanding family or community responsibities. 
Their ability to identify themselves as classroom 
teachers without spending most of their time teaching in 
one classroom is strengthened by the guidelines of these 
teacher-oriented grant competitions. Many of these grant 
award programs do not ask teachers to specify the number 
of hours they teach in classrooms. This allows teachers 
who spend relatively few hours in the classroom, with 
much of their outside classroom time spent in consulting 
and writing, to compete with those who work exclusively 
as classroom teachers. 
For a number of active participants, such programs 
have also introduced the notion that those teachers who 
do not participate and who see their primary commitment 
as being to their own students should be reclassified as 
less than "good” teachers in terms of those receiving 
outside-of-the-school recognition. 
f. Participants report that such programs encourage 
consensus rather than an examination of difference in 
the selection of curriculum units awarded grants, the 
teaching strategies discussed, and the guidelines 
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presented for teacher discussions. The result is that in 
such programs teachers learn a great deal about how the 
participants as a group think alike rather than how or 
why they disagree. 
g. A number of these programs create sub-sets of "safe" 
groups of like-minded individuals that specifically set 
out to discuss issues of controversy, thus confining the 
teachers interested in pursuing these questions to a 
group in which they can comfort each other on the very 
fact they are willing to tackle such issues, without 
having to discuss them with teachers who do not identify 
such issues as important. 
h. Teachers report that the sheer number of grant-funded 
programs that enter the school at any one time evokes a 
sense of fragmentation no matter how highly the teachers 
evaluate the merits of individual programs. 
How Has Participation Affected Their Willingness to Continue 
As Grantseekers? 
3. How has their participation in the program affected their 
willingness to continue participating in such programs as 
curriculum developers and as grantseekers? 
The answers provided above are supplemental to and in 
some cases in addition to those listed above. 
a. Those teachers most active in these programs report 
remaining active as grantseekers or moving into 
administrative or non-teaching positions. These 
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programs, however, do not "inoculate" participants 
against burnout or isolation but instead show them a 
means of sustaining their spirit if they are able to 
continually participate in similar activities. 
If, however, currently active grantseekers remove 
themselves from the "loop" they are left with few 
alternatives for providing the sustenance they now see 
as essential to their identity as successful teachers 
and a means of participating in the camaraderie and 
resource sharing such programs provide. "You are only as 
good as your last grant." 
b. Teachers report that administrators of grant-funded 
projects working outside of the schools and in most 
cases outside of the school systems such programs, 
funders of such programs, and university and educational 
consultants who need to demonstrate teacher 
participation in their own projects actively recruit 
such teachers and provide assistance in writing the 
grants. Teachers respond to their requests to 
participate in return for an opportunity to receive 
resources (computers, telephones, printers, science 
equipment, etc.), participate in conferences, and gain 
time away from the classroom through the placing of a 
student teacher or internship from the university in 
their classroom. 
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Teachers report a disinclination to participate in 
other teachers' programs or whole school programs as 
they see the proliferation of individual programs eating 
away valuable teaching time by increasing the stress on 
their own classroom and causing a lack of focus in their 
teaching and the students' learning. At the same time, 
they are reluctant to back away from participating as 
they are not sure if other programs which they do see as 
valuable will be made available to them should they 
choose not to participate in some. 
Contradictory Results of Grantseeking for Individual Teachers 
Have grants contributed to a realignment or 
redistribution of status among teachers, better teaching and 
a rededication to the work they do for students in-and out of 
the classroom? Teachers with consistent records of receiving 
grants were well aware that such awards gained them new or 
increased respect from their principals and in some cases, 
leverage over principals who recognized that schools 
identified as those in which teachers got grants were seen as 
better schools than those without such teacher grantseekers. 
Teachers' experiences in such programs have given them the 
organizational skills and a strong sense of self-worth as 
well as the sophisticated grant writing skills. Together, 
these provide the confidence not only to pursue demonstrator 
grants but to confront authority figures within the system. 
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The ability to run meetings and conferences, to prepare 
publicity packets, to garner publicity for a program, to 
market that program, to write effective proposals and to meet 
with foundation directors as equal professionals—these are 
all attributes that the most active teachers in Impact II 
attribute to the program and the others like it in which they 
regularly participate. 
Grant-funded programs in particular have allowed these 
veteran teachers to create change, develop a cross-racial 
community with other teachers, and somehow disentangle 
themselves from the debilitating racial divisions that are 
the meat and potatoes of a Boston public teacher's life. They 
may well create a new model of professionalism that does not 
depend primarily upon competition and autonomy. 
For teachers of color who are hired almost exclusively 
in urban school districts, the particular targeting of urban 
programs by a number of grant-funded programs provides a 
means by which they can become known nationally as exemplary 
teachers and gain experience as curriculum developers and 
mentor teachers without having to compete directly or 
exclusively against teachers whose students' relatively 
strong test scores and college placement statistics can be 
used to attest to the teacher's expertise. At the same time. 
Programs such as "Teacher of the Year" or "State Teacher of 
the Year" do not target any particular region or teaching 
situation. Nor do they call attention to nor place any 
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emphasis on differentiating between the situations facing 
urban teachers with high numbers of children living in 
poverty and relatively low per pupil allocations and those in 
less stressed teaching districts. There is no category within 
their point system for such teachers to demonstrate the 
particular expertise they have developed for handling the 
challenges of teaching in an urban district. 
The notion, built into the competitive structure of 
these grants and similar find-the-teacher-of-the-year 
contests, that there is one best teacher for all students, 
denies the importance of questioning why different groups of 
students and teachers face very different sort of challenges 
based on what goes on in schools and what futures they face 
outside of school. 
The danger exists that the differences that teachers 
bring with them to these various programs as well as the way 
these programs reinforce or create differences are never 
addressed, and may be actively suppressed. Issues with the 
potential to provoke dissension and illuminate differences of 
power among teachers—especially those concerning race, 
gender and class—are introduced, if at all within these 
programs, in plenary sessions or large public meetings in 
which there is limited time to articulate the differences 
among teachers' situations and perspectives and no formal 
structures for teachers to present an in-depth analysis of 
alternative and contrary viewpoints to the group as a whole. 
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By providing information or an announced goal of 
encouraging discussion on important topics without sustained 
discussion or even the active suppression of such 
discussions, such programs do not further teachers’ ability 
to question each other, to understand their differences and 
generate alternatives and to recognize the limitations 
inherent in each person's positions based on their teaching 
experience, the social/economic background, and the systems 
in which they work. 
If such discussions were to take place, a movement to 
remove the meritocratic nature of these grants and the 
limited funding they provide could emerge. Perhaps such a 
movement would draw up a Bill of Rights for schools and 
teachers that would insure them control over and complete 
knowledge of the intention and outcome of each grant. Perhaps 
it would call for an alternative means of allocating the 
funds. It is hard to imagine what the discussions held by 
those creating such a movement would look like, as they are 
not being held publicly today. Such discussions have 
certainly not been funded by any of the individual 
foundations that create the grant competitions and administer 
the grant programs. 
What would grant-funded programs—especially those 
targeting urban teachers or those that seek to include them— 
look like that would resolve the contradictions they have 
created, or does the intrinsic nature of grantseeking prevent 
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such resolutions? Given the fact that there is no organized 
movement challenging the very nature of these programs, and 
the real benefits they provide for participating teachers, 
these questions are difficult to answer. 
For example, if in fact such grant programs wanted to 
insure that teachers of color and those whose native language 
is not English were well represented, what would the 
application form look like? Perhaps teachers would have to 
demonstrate that they were bicultural, could speak and/or 
write two languages or dialects fluently, had demonstrated 
work within the community in which they taught, had mastered 
teaching in circumstances in which the school received less 
than the state average of aid in proportion to the per family 
income of the students taught, or had experience teaching 
homogenous classes and were committed to doing so. Other ways 
of changing the grant structure and realigning its function 
could be generated from a close investigation of the nature 
and purpose of grantseeking in general within education. 
This study, hopefully, will help to establish a 
legitimacy for questioning both the motivation of the 
business communities in offering such grant funded programs 
and the premise that such a role answers the needs of 
teachers—the good, the bad and the pedestrian. Teachers 
could perhaps consider if these programs are in part a 
deflection from the real issues facing the teachers and their 
students, designed in part to lessen the tax burden on 
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companies without any return commitment on the part of the 
sponsoring foundations to support all students. They might 
consider if the foundations and businesses funding these 
grant programs need teachers to participate as much or more 
than the teachers or their students need the relatively small 
amounts that grants provide. 
A postscript: A recent article in the "Learning Section" 
of the Boston Globe Sunday paper [Kantrowitz, 1993] tells the 
story of one teacher active in Impact II who has raised 
$250,000 to take a competitively chosen group of students 
from her school on an 11-day odyssey, retracing an 
Underground Railway route and meeting with students in South 
Carolina to whom they have written for the past year. 
The first grant she received to develop this program was 
an Impact II grant. 
Some 2,000 solicitation letters later, Capobianco 
had received an estimated $250,000 for the project, 
roughly $100,000 in cash and $150,000 in goods and 
services. Houghton Mifflin donated blue satchels 
for the children, the Yawkey Foundation gave Red 
Sox warmup jackets and caps, Colgate-Palmolive sent 
toothbrushes with the class motto "Patchwork of 
Dreams" emblazoned in gold letters [Kantrowitz, 
1993, A55]. 
As part of the students' preparation, these fifth grade 
students wrote essays, researched original source materials, 
and wrote a play. For these 25 students the experience must 
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have been empowering, exhilarating, maybe even life changing. 
But the very fact that a sum as large as $250,000 could be 
raised for a single project, and that the entire sum would be 
dedicated to it alone, shows both the possibilities and the 
absurdities of these enterprises. An amount of money was 
raised for that one project equal to a college education for 
one year of each of these students—most of whose families 
will not have the means to send them to college once they 
reach college age. 
This project clearly excited donors who wanted to be 
associated with it and who pledged money to one classroom of 
children for one year's program far in excess to that 
available to any other classroom in the city, to groups of 
classrooms in the city, and to most classrooms in the 
country. There was no requirement that an excess money be 
transferred to other programs. Since the money was donated so 
that the funders could be identified with the program, such 
sharing would be counter-productive to the project itself. 
Teachers as Grantseekers; The Entrepreneurial Teacher as 
"Good" Teacher 
Despite their relatively small numbers, the influence of 
teacher/grantseekers is growing. The funding sources that 
award the grants, the general public, and to some extent 
teachers themselves have come to accept such teachers as 
models of the "good" professional teacher. By successfully 
entering the grantseeking process, teachers such as Maria 
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Santos, Marsha Whitmore and Gail Thompson have pushed aside 
the narrow confines of the classroom to assert their place 
within the school and the educational community. Through the 
grant programs and other competitions, many of these teachers 
are veterans of leadership programs, have established 
networks of other successful teacher/grantseekers they have 
met in national conventions sponsored by the funders of their 
projects. Successful grantseekers been featured in newspaper 
articles, interviewed and analyzed for research projects and 
evaluation studies. They have come to demand their voices be 
heard in shaping and leading workshops and programs directed 
at teachers, with the expectation that teacher development 
and school improvement will be teacher-led and teacher- 
controlled. 
None of these new roles as yet has officially and 
substantially removed the grantseekers from the classroom, 
but the trend is there, at least for a limited number of 
them. Marsha Whitmore, for example, only teaches four days a 
week. The fifth day she works at home or at a local college, 
her time paid for by the college, which in exchange has 
placed a student intern in her class for whom Marsha is 
principally responsible for training. She also leaves her 
classroom at least two days a month as part of her 
involvement in the mathematics project and other such grant 
programs. Maria Santos has been on a grant-funded sabbatical 
two out of the past four years. Such teachers want to move 
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beyond the isolated classroom and their individual school, 
while at the same time remain rooted and committed to their 
home base. 
Ironically, many of these grant opportunities that take 
teachers out of the classroom, sometimes for extended periods 
of time, are available only to those who are primarily 
classroom teachers. Their credibility as classroom teachers 
and the assumption that their continued allegiance to 
classroom teaching are crucial to their acting as mentors and 
influential peers with those teachers who do not have the 
opportunities provided by the grants either because they do 
not wish to compete for them, assume that they would not win 
such competitions, or have neither the time or the 
inclination to enter the competitions. Few of these grants, 
however, require teachers to document how many hours they 
spend in the classroom and whether or not they will be 
working on other grants that might pull them out of the 
classroom for additional hours or months. 
Some of the impetus for these new developments has come 
externally, from the university-based Holmes Report and other 
such reports that strongly advocate modeling the teachers' 
role on that of high status, male-dominated profesionals. 
Those teachers with the prestige to enhance university- 
sponsored programs and the time to work on experimental 
programs with the universities' student teachers as well as 
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write the mini-grants the universities need to incorporate 
into their own larger grants are in short supply. 
Universities therefore are more and more dependent upon the 
goodwill of such teachers but have little incentive to expand 
the pool of teachers who actually serve in these roles. As 
long as their numbers remain small, the ability of each of 
these teacher/grantseekers to make strategic alliances 
helpful for her own career and the education of the pupils in 
her individual classroom and school remains strong. 
The economic, social and political context in which such 
teachers have spent their teaching careers also contributes 
to the phenomenon of grantseeking and its appeal to certain 
groups of teachers and funders alike. Teachers working today, 
both nationally and within the state of Massachusetts, are 
remaining teachers for longer and longer periods of time. The 
average number of years teachers presently working have 
taught is over 20 years. When they were growing up in the 
1950s and developing their plans for the future, the market 
for teachers was at an historic high. As they entered 
teaching, that market changed abruptly. The teacher^ profiled 
here started out teaching just when jobs were growing scarce 
and layoffs in education beginning. Many of these teachers 
have experienced at least one layoff or threat of layoff and 
recognize that stopping out of teaching or changing districts 
voluntarily, a common practice for women teachers in previous 
eras, seriously jeopardizes the job security they have. 
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At the same time, the job opportunities for new teachers 
has severely contracted. A few years after the teachers 
profiled here began teaching in the late 1960s, a world-wide 
depression ushered in a decline in funds budgeted for 
education by the federal government, many states and numerous 
local governments. Other factors converged to increase the 
competition for available teaching positions, especially in 
urban school systems. While desegregation in the South led to 
the loss of jobs for many veteran black teachers, their 
numbers increased in Boston. Through affirmative action 
programs and bilingual programs, people of color and those 
whose native language is not English now compete in these 
school districts with white, English dominant teachers, many 
of whom are drawn from urban working class and lower middle 
class backgrounds. 
The desire among some of these teachers to move into an 
administrative or specialist position had been fueled by the 
rising expectation, trumpeted in media profiles of upwardly 
mobile "new" women managers and entrepreneurs, that women 
could move into such positions without leaving the field of 
education altogether. The aspirations of these women were 
caught short with the court mandated agreement that affected 
white teachers in particular and the on-going fiscal crises 
that have greatly reduced the administrative and support 
positions into which all teachers might have moved. 
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Teachers working in urban school systems who were 
educated 20 years ago as classroom generalists have 
increasingly sought degrees in specialized fields which are 
the only expanding fields within an educational field that 
has suffered continual contractions during those 20 years. It 
is not unusual for a teacher to have multiple certifications— 
in special education, in bilingual special education, on the 
elementary, middle school, and even secondary school levels. 
These new areas of expertise provide a hedge against the 
layoffs these teachers have faced, as well as 
having the potential to introduce new orientations and 
teaching strategies. 
Outside of teaching, there has been a well-publicized if 
less well-substantiated shift in the opportunities available 
for middle class white women and women of color in male- 
dominated professions, particularly within the entry level 
positions in these professions. Older women, who have worked 
as teachers for years before these barriers were breached, 
are unwilling or unable to move into these new professions. 
They cannot jeopardize the job security and salaries they 
have attained as teachers, nor the sense of accomplishment 
they have gained in teaching. They long ago learned how to 
handle a classroom and while they periodically question their 
ability to teach every child and handle all crises that 
develop, the gut-wrenching fears of out-of-control classes 
are gone. Now they have families to support—either their 
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children or their parents—and they have gained a level of 
mastery within their field of teaching. Moreover, the promise 
of secure employment and wages equal to those they could 
receive as teachers has proved false. A recent study verifies 
the life history of many of these teachers; 
Americans who are middle-aged were 45% more likely 
during the 1980s to be unemployed due to permanent 
layoff or job loss than was true during the 1970s. 
They are 55% more likely in the 1990s to suffer 
permanent layoff or job loss (Medoff, 1993, p.2). 
These teachers are interested in learning about new 
models of teaching and receiving money for much needed 
materials, but, just as importantly, they are searching for a 
new self-definition and a group of people to validate that 
self-definition. They recognize their abilities as well as 
the continued limitations of the teacher's role, and they are 
actively seeking new means of breaking out of the narrow 
confines of the job description of classroom teacher. Despite 
the fact that many of these teachers continue to garner 
publicity and praise outside of schools, they face an 
unstable work situation either through funding cuts, hiring 
mandates, or the vagaries and problems within their own 
schools. The constant, long-term degradation these urban 
teachers report facing in their own school system, broken 
periodically and for short periods of time by working in 
schools that are themselves the recepient of grants, can make 
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the recognition they receive through the individual grant 
awards especially exciting and attractive. 
Parallels between the Teacher^s New Role and Changes in Other 
Sectors of the Labor Force 
In their role as grantseekers, these teachers are 
participating in an activity that to a remarkable extent fits 
into and parallels the most talked about and widely-debated 
changes in today's labor market. Growing numbers of workers 
in manufacturing and the service industries have had to 
grapple with periods of unemployment and/or moves from 
workplace to workplace, either through the restructuring, 
downsizing, outsourcing or closing of their previous job 
sites or through their own efforts to find a more comfortable 
or permanent niche in the labor market. The mobility of 
capital in the post-industrial era demands that businesses be 
flexible, shedding unprofitable or even in some cases 
profitable sectors in order to keep up with rapidly evolving 
financial trends. Retooling and just-in-time production is an 
ongoing fact of life of viable businesses [Kauffman, 
Robinson, & Rosenthal, M., 1991; Harvey, 1991]. 
The mobility of business capital is reflected not only 
in the ever changing business arrangements and products in 
which various businesses invest, it is also reflected in a 
new type of human capital, the optimal worker who is as 
flexible, mobile, and plastic as the finance capital to which 
the worker is hired to contribute. While on an individual 
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level companies may need employees who bring highly 
specialized technical skills to the workplace, as a whole 
each company attempts to maintain as flexible a workforce— 
one that can be added to or contracted rapidly in a variety 
of fields—so that the company can respond to the rapid 
changes and fluctuations of the business cycle. In other 
words, companies do not need flexible workers in great 
numbers as much as a flexible workforce. Such pressures on 
businesses place contradictory pressures on employees, who 
must maintain their specialties in rapidly evolving fields 
while at the same time claiming a flexibility and breadth of 
outlook difficult to develop, let alone maintain, when their 
work requires specialized expertise. At the same time, 
certain segments within business are encouraging the 
introduction of participatory management techniques, 
providing incentives to their employees to influence 
decisions on a work-specific basis and to see the workplace 
as a community. 
Parallels between the Teacher"s New Role and Educational 
Researcher 
When I began exploring the subject of teachers' 
grantseeking, I was well aware of the almost inevitable 
possibility that my own perceptions about grantseeking as an 
ex-teacher, now a university professor, as well as my 
experiences as a teacher of grant writing would influence me 
to project my own analysis of grantseeking on to the teachers 
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I interviewed. I tried therefore to separate my own feelings 
and intentions in conducting the research from that of the 
teachers. I did not want to repeat my experience in the first 
research project I conducted, in which I initially assumed 
that all teachers faced similar issues, in a sense 
"essentializing" the world of the woman public school 
teacher. 
However, as I delved into this subject and moved from 
job to job in academia and evaluation research, I became more 
and more convinced that while the situations in terms of 
grantseeking for the urban classroom teacher and the academic 
are not the same, they do share some commonalities. In fact, 
to some extent, these two worlds are becoming more similar, 
and grantseeking and the general financial readjustments that 
all public sector or non-profit institutions face are 
bringing them closer together. 
First, what are the differences and commonalities 
between the experience of grantseeking for teachers and for 
academics? Teachers in general do not receive the money 
directly as academics do. Academics are given the money to 
conduct research, write an article, or develop a program. If 
they are asked to attend a conference, the demands are 
slight, perhaps once or twice during the time of their grant 
award. 
Public school teachers are generally not given grant 
money unless they attend numerous workshops held after school 
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and on weekends or during their summer vacation. To prove 
their worthiness, attendance is taken at each meeting, 
receipts are scrupulously discussed and monitored. What is 
not monitored is what they do in the classroom, how this 
effects their teaching. Perhaps funders recognize that the 
causal link between what the teachers are awarded and their 
students' progress is impossible to define, so that the only 
way they can hold them "accountable" is by requiring 
attendance at workshops, proving they are willing to pay back 
for the reward they receive. 
Perhaps funders themselves view these grants in symbolic 
terms, that is the grants are meant to attest to the funders 
interest in education rather than to rectify the problems the 
funders have identified as needing to be solved. For 
following these guidelines, teachers gain recognition and a 
better chance of retaining a favored position within the 
system. Such security is not assured by grantseeking, but it 
has worked out this way for a number of the more active 
teachers. The constant need to maintain their track record, 
however, creates the pressures and conflicts that all such 
teachers face. 
In moving into the world of academic, I am acutely aware 
of my own lack of immunity from the conflicting pressures of 
teaching, publishing and grantwriting. The instability of the 
job market outside of education has many parallels within 
institutions of higher education as well as the K-12 job 
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market. State and federal governments are laying off whole 
departments and contracting for the services they provide 
with non-unionized, private or non-profit agencies or hiring 
people as consultants with no benefits and no job security. 
Colleges and universities also want the flexibility that can 
be gained by adding non-tenured, yearly contracted positions 
as opposed to tenure track lines. 
Education departments are particularly vulnerable in 
this regard because of the low status they command within the 
university due to their gender-defined role, and to the 
relatively large number of applicants for each position in 
comparison with those of other fields. The number of part- 
time positions in such fields, along with those labeled 
developmental or entry level courses such as English 
composition or introductory mathematics, is far greater than 
in more narrowly defined fields or those that teach primarily 
upper level courses or graduate students. When new positions 
open, they are more likely to be non-tenure track, such as 
the one I now fill, than in other departments and in former 
years. The tenure track positions that have been advertised 
in recent years concentrate on positions in the field of 
science and math education, fields where the most direct 
links between jobs, the economy and education have been made. 
Other positions, such as in the foundations, are the most 
similar to those in the general liberal arts faculties 
because of their origins in the humanities. Those positions 
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which actually prepare students directly, and in that 
preparation serve as the real money makers for the department 
and the university, have been transferred over or are largely 
filled by non-tenure track or part-time people such as 
myself. 
When hiring for such positions, department chairs and 
deans tell you that the only criteria by which you are judged 
is your teaching. At the same time, they mention that if a 
tenure track position opens up, they will be looking for and 
expecting a high degree of scholarship and a proven record in 
getting articles accepted by juried and prestigious journals 
and of course, a book in press or recently distributed. They 
carefully explain that they can't give you the time to write 
as they would do for a tenure track person because they hired 
you expressly because they need you to teach, not to publish 
or write grants, but they also let you know that your time at 
the university is necessarily limited to a few years because 
of the national rules designed to protect faculty that 
mandate that no one can be in a non-tenured position for more 
than five years so as to not totally replace tenured 
positions with non-tenured ones. 
In education, that means that students who are living 
through one of the most anxious times in their careers— 
student teaching—and who are consciously trained to notice 
and comment upon the teaching they are seeing in their school 
sites—quite frequently transfer their concerns, anxieties. 
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and developing critical awareness to their university 
classrooms. In fact, I consciously encourage my students to 
use our classroom as a laboratory for observing the teaching 
strategies used, their own reactions to those strategies, and 
the general definition of a "good teacher" that is conveyed 
during their university experience. Getting high student 
evaluations, the sole stated criteria that determines one's 
job security, is therefore antithetical to raising dilemmas 
and encouraging students to confront the difficult transition 
from student to teacher, let alone older adolescent to adult. 
In order to meet the demands such expectations place 
upon the university professors, similar to those placed upon 
K~12 teachers, a teacher has to devote the great majority of 
her professional time at the university preparing for 
teaching classes, troubleshooting the inevitable and 
continual problems that develop during the certification 
process. I get little writing done while I am teaching, as 
the responsibility to be prepared for my students demands 
that I use all the time available to me to helping them. This 
is not only because teaching any subject demands that, but 
because I see myself being responsible not only to my own 
students but to any students they might encounter—a fairly 
scary and inclusive definition of my own responsibilties. 
I am often told that bringing in money into my 
department would of course help my job security, but no task 
is removed from my responsibilities that would allow me to do 
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so. It is no wonder then that teachers do not write and are 
not asked to write thoughtful and probing proposals because 
everyone knows that that is asking "too much" of them, and 
the fear is that they are taking time away from the job they 
should be doing, teaching. So as I finish this dissertation I 
recognize that in fact, I am hardly immune from the pressures 
that face these women teachers in terms of grantseeking. I 
too am middle aged, I too wish to work in an urban 
environment, seeing teaching and education as a way of 
challenging the system and separating myself as a white 
middle class professional from the banalities and blindness 
endemic to much of middle class, consumer oriented life. Like 
them, I see the conflicts grantseeking presents, with its 
inevitable ties to corporate culture and goals. But I know it 
is my one sure way of making my mark within the academy. The 
irony of course is in choosing to write about this subject, I 
could well receive a grant to research the topic. 
APPENDIX A 
QUESTIONNAIRE FILLED OUT DURING INTERVIEWS CONDUCTED 
FOR EVALUATION OF IMPACT II; BOSTON 
Number of years you have taught 
_ 1-3 years 
 4-7 years 
_ 8-10 years 
 11-15 years 
_ 15+ years 
Number of years teaching in BPS 
_ 1-3 years 
 4-7 years 
_ 8-10 years 
 11-15 years 
_ 15+ years 






Institution from which you received BA/BS degree 
Institution from which you received MS degree (if applicable) 
Type of teaching situation 
_ regular education 
 special education 
_ bilingual 
 advanced work/exam school 
_ vocational 
Subject matter you teach 
_ all subjects 




 history/social studies 
vocational education 
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Grants received (how many and dates, when applicable) 
_ Impact II demonstrator/documenter _ Bank of NE 
_ Impact II adaptor   Voyages in 
Lrn 
_ Impact II adaptor _ EMAT 




1. The proposed study will examine the effects of a 
competitive grant program in professional development program 
on teachers who have participated in the program, all of whom 
teach in an urban school system. Interviews with teachers, 
administrators, and other relevant participants will be 
conducted. A minimum of two interviews will be conducted with 
twenty teachers who have participated in the program in order 
to determine the three major questions this study seeks to 
answer; 1) why do those teachers who participate in such 
programs do so; 2) how do they feel their participation has 
effected how they teach, their commitment to teaching, their 
relationship with other staff members, and their sense of 
efficacy as teachers; and 3) how has their participation in 
the program effected their willingness to continue 
participating in such programs as curriculum developers and 
as grantseekers. Five teachers who have not participated in 
the program will also be interviewed to determine their 
reasons for not participating and how the participation of 
other teachers in the program has affected them. Other 
interview subjects will be administrators, program staff and 
funders of the program. 
2. Interviewees will be asked for their voluntary 
participation in the interview process, with the purposes 
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of the interview delineated to them as stated in the 
informed consent form. Once they give their oral consent, 
all interviewees will be given an informed consent form to 
be signed before the interview process begins as part of 
the researcher's introducing them to the project and 
obtaining their consent to be interviewed. No part of the 
interview will be conducted until the informed consent is 
signed. All interviewees will be given their own copy of 
the informed consent form before the interview process is 
conducted. This form (see attached) states the purpose of 
the interview, explains how confidentiality will be 
insured, and gives them the right to refuse to answer any 
question and to terminate the interview at any time. It 
also states that interviewees may withdraw consent for any 
portion of her/his interview to be used at any time during 
the interview process. 
3. An informed consent form explains that interviews will 
be conducted, the purposes of the research, the fact that 
interviews will be taped and transcribed, the coding 
process used for that transcription, and the way 
confidentiality will be maintained. 
4. I will inform participants about the purposes of the 
interview process and explain the research methodology and 
all the possible ways the information from the interview 
process will be used. Attached is the informed consent 
form. 
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5. The interviewer and anyone typing the transcriptions 
will insure confidentiality of interview data and names and 
any identifying features of participants. Transcripts will 
be typed with numbers instead of names assigned to each 
interviewee, and in final form the interview material will 
use pseudonyms. In order to protect the anonymity and 
maintain the confidentiality of all remarks made by 
interviewees during the interviews, names and other 
features that could be used to identify interviewees will 
not be used in any written materials or oral presentations 
will not be used. 
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INTERVIEW CONSENT FORM 
I, _consent to 
participate in one or more audio tape interviews conducted by 
Sara Freedman, a doctoral student at the University of 
Massachusetts/Amherst for the purpose of gathering 
information on the professional development of teachers, with 
particular emphasis on the effect of one professional 
development program - IMPACT II - on the teaching experiences 
of Boston public school teachers. 
In signing this form, I consent to the transcribing and 
typing of the transcription of such tapes. I understand that 
the interviewer and anyone typing the transcriptions is 
committed to insuring confidentiality of my remarks. In all 
written materials and oral presentations in which the 
interview material from the interview might be used, I 
understand that in order to protect my anonymity my name and 
other features that could be used to identify me will not be 
used. I understand that transcripts will be typed with 
numbers instead of names assigned to each interviewee, and in 
final form the interview material will use pseudonyms. 
I understand that I may at any time withdraw from the 
interview process and may refuse to answer any question to 
which I do not care to respond. I also understand I may 
withdraw my consent to have specific excerpts used, if I 
notify the interviewer at the end of the interview series. If 
the interviewer wants to use any materials in any way not 
consistent with what is stated in this form, I understand I 
would be asked by the interviewer for additional written 
consent. 
As part of this study, I understand the interviewer may use 
parts of the interview material on IMPACT II for a doctoral 
dissertation and for journal articles, parts of a larger 
study or book, presentations to interested groups, or for 
instructional purposes in her teaching. I understand that the 
rights to the tapes, transcripts and notes of this interview 
series belong solely to the interviewer and may be used at 
her discretion, except for the qualifications outlined above. 
In signing this form, I agree to participate as an 
interviewee under the conditions stated above. 
Signature of participant Signature of interviewer 
Date Date 
APPENDIX C 
RECOMMENDATIONS/IMPLEMENTATION STRATEGIES FOR IMPACT II FROM 
EVALUATION STUDY OF IMPACT II; BOSTON 
The following section details recommendations for STAGE II of 
IMPACT II and the rationale for suggesting the 
recommendations. 
Create a broad-based advisory board that; 
* establishes a long-range plan with clear cut, agreed upon 
goals for the project; 
* tracks the diversity of teachers participating to insure 
equity and comprehensive coverage of all sectors of the 
teaching population; 
* explores the refinement of previous initiatives; 
* investigates new initiatives that move IMPACT II beyond the 
accomplishments of its first stage of development; and 
* develops a plan for the formative and summative evaluation 
of the program. 
Establishing the board will stabilize the program and 
identify and mobilize a constituency dedicated to its 
institutionalization. (At the time that this report was 
submitted, such a board had already been constituted and had 
begun its work.) 
2. Determin(e)ing the goals of IMPACT II/Boston is an 
important step in thinking through what the board wants 
IMPACT II to achieve, in evaluating IMPACT II, and in 
developing modifications and guidelines to meet those goals. 
A list of possible goals, some of which potentially 
contradict or overlap with each other, includes; 
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1. Distribute modest amounts of money to teachers for 
materials and resources in support of classroom based 
activities 
2. Boost morale of teachers receiving grants 
3. Disseminate exemplary practices defined according to 
agreed upon criteria 
4. Establish teachers as primary disseminators of 
curriculum projects * 
5. Change BPS teaching beyond project itself including 
teaching style, instructional strategy, and attitude toward 
ability of diverse students to learn 
7. Diversify teaching strategies for all students 
8. Include as many teachers as possible, and as great a 
diversity of teachers, among those who develop or adapt 
grants 
9. Influence overall BPS curriculum to be more innovative, 
child-oriented, challenging, and effective 
10. Increase the test scores of students in basic skill 
areas 
11. Create groups within schools that cooperate in 
developing school-wide curriculum 
12. Provide alternative community and support group of 
teachers outside an individual's own school 
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13. Enhance school-based management of schools by improving 
and coordinating the curriculum planning and execution 
process within individual schools 
14. Break down isolation of different groups of teachers in 
the system as a whole 
15. Break down isolation of teachers within buildings 
16. Increase the cooperation and mutual regard of teachers 
in the system as a whole 
17. Increase the cooperation of teachers within buildings 
18. Challenge rote learning, over-reliance on textbooks and 
basal readers by system as a whole and individual teachers 
19. Encourage combining literacy and numeracy with the 
arts, literature, science 
20. Increase the commitment of teachers to the profession 
of teaching per se 
21. Demonstrate belief in teachers' abilities to manage 
funds, develop effective and innovative curricula, and 
reach out to other teachers 
22. Deepen the intellectual commitment of teachers by 
encouraging high-level, reflective projects 
23. Reward and identify teachers for previously developed 
exemplary practices 
24. Develop or adapt alternative assessment tools to 
evaluate IMPACT II projects 
Once goals are agreed upon, a formative and summative 
evaluation process, agreed upon by the board and distinct 
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from one required by outside funding sources, could help the 
project determine to what extent the project is meeting its 
goals; what contributes to its strengths; and what needs to 
be modified, renewed or developed. 
3. Encourage different degrees of participation. At present, 
the requirements placed on demonstrators in particular are 
considerable, particularly in light of the modest cash 
amounts awarded. (Demonstrators who participated in the 1990- 
91 cycle volunteered their services and were eventually 
reimbursed a small sum of $50.) Teachers who want to be 
demonstrators must work several Saturdays, attend at least 
three workshops, be available to their adapters at home and 
at school and participate in conferences outside of the 
system. Frequently a number of them are asked also to serve 
as IMPACT II Boston's ambassadors at regional meetings and to 
help publicize and garner support and funding for IMPACT II. 
Many teachers find this aspect of the program especially 
appealing. In fact the recognition of teachers as 
professionals and the opportunity to represent Boston 
teachers is cited frequently in interviews as an outstanding 
benefit of IMPACT II. However, others who are not involved 
state a reluctance to apply for fear of being overwhelmed by 
such demands - demands they perceive as serving the interests 
of maintaining the program rather than as having the 
potential to improve their own teaching or directly serve BPS 
students and staff. Still others, non-participants in the 
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program, report a sense of frustration that such teachers are 
being removed from their classrooms for what the non¬ 
participants perceive as non-teaching "perks" and 
responsibilities. 
Adaptors must also attend quite a few workshops, often 
at times inconvenient for middle school or high school 
teachers. This is in addition to teaching the curricular 
unit, the prime focus of the grant in the case of the 
adaptors, and developing the unit as well as the packet for 
demonstrators - all of this for $250 and $750. Limiting the 
number of mandatory meetings, providing these meetings with a 
clear pedagogical focus while expanding the number of 
voluntary meetings held at mutually agreed upon times would 
provide flexibility and encourage developing workshops that 
specifically meet the needs of teachers. In addition, it may 
encourage other potential demonstrators and adaptors whose 
family and other outside school obligations prevent them from 
participating, to consider IMPACT II. The opportunity to 
participate in public-relations oriented/fundraising events 
could then be made available to a wider range of participants 
who could more easily choose among those events which fit 
their schedules and inclinations. 
Grants could also be allocated ^ teams of teachers^ on 
the model of the Vicinos program which drew in teachers who 
would otherwise not participate, in part because of their 
lack of familiarity and avoidance of grantwriting. It is 
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clear that team teaching is vital to many innovative 
interdisciplinary programs especially on the middle school 
and high school level. 
4. IMPACT II is not a stand-alone program. While the 
progreun emphasizes teacher-developed curriculum projects, the 
career histories of those teachers most actively involved in 
the project suggest that external support as well as 
sustained and concentrated time in in-service workshops and 
conferences outside of IMPACT II is essential to the program. 
The participation of the demonstrators in IMPACT II in such 
curricular projects goes well beyond the professional 
development portion of the present IMPACT II grant 
requirements of $50 per teacher that must be spent on 
professional development. Many teachers presently use this 
mandatory allocation as a means of maintaining subscriptions 
to professional or trade journals or attending one-time 
conferences. All of these allocations are extremely important 
to maintain but the history of the most active teachers 
suggests that while such activities are necessary, they are 
not sufficient to draw participants to IMPACT II in a 
substantive way and cannot be substituted for more sustained 
professional development activities. 
Without linking IMPACT II with such content/inquiry 
based curricular programs, there is a strong possibility that 
teacher-developed programs will become redundant in terms of 
teaching strategies and diminished in the depth and 
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sophistication of the content presented. On the basis of 
teachers' reporting on their experiences in content-driven 
professional development programs, encouraging teachers to 
view themselves as learners and critical thinkers by 
establishing a STAGE II grant project that would offer them 
sustained opportunities to establish a culture of learners 
would provide a solid basis for believing in and developing 
such a culture in their own classrooms. It would also 
encourage them to believe that the system itself supports 
debate and reflection for teachers and pupils. Such STAGE II 
workshops could be developed to appeal especially to veteran 
IMPACT II teachers, without excluding other teachers, in 
recognition of their expertise in curriculum development and 
their need for more substantive and challenging work. The 
sense of security and mutual respect for the professionalism 
of fellow teachers has successfully created a climate 
essential for STAGE II of professional development. Without 
deepening the challenges available to teachers, IMPACT II may 
run the course of numerous professional development programs 
that introduce new methods and ways of thinking but allow 
them to stagnant by remaining on an introductory level. 
Such a program, in addition to linking IMPACT II with 
other content-oriented professional development program such 
as the Boston Writing project, EMAT, Davis Fellows and 
others, could establish IMPACT II as a maior dissemination 
mechanism for professional development proiects in the 
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system. IMPACT II should also consider submitting grant 
proposals in collaboration with such content-based or inguirv 
based projects, thus increasing the likelihood of receiving 
grants by insuring a means of dissemination based on a 
proven, established network of teacher-to-teacher support. 
This may include reviving the first model of creating IMPACT 
II projects - granting developer awards from which 
demonstrator awards can then be drawn. Such linkages may also 
break the growing redundancy in the projects submitted to 
IMPACT II in the last few demonstrator rounds. Many of these 
projects are substantially similar to those submitted 
previously, and may have a hard time attracting the 
established pool of participating teachers who are already 
familiar with them through choosing them as adaptors or 
deciding that they were inappropriate for adaption in their 
classrooms. 
For example, future projects devoted to the Bill of 
Rights could be linked with workshops offered by one source 
such as the National Endowment for the Humanities, or from 
several sources among which teachers could choose, which 
bring together scholars and classroom teachers to provide 
substantive and essential background for teachers in the 
subject area while devising curricular approaches to 
incorporate the expanded knowledge base and ensuring follow¬ 
up and the development of a network that is often lacking in 
such content-based programs. 
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Comments from the committee reviewing grants submitted 
to the Bill of Rights project strongly suggest that such 
support is critically needed. The committee noted that links 
between the Bill of Rights and the curriculum projects were 
the weakest part of many of the proposals submitted, 
prompting a second round of submissions from those awarded 
the grants after the grant awards had been tentatively 
announced to the recipients. 
5. Programs outside of math and science such as those in the 
social sciences, literature and reading are inherently more 
problematic, with greater potential for conflict and the 
emergence of difference than programs such as EMAT which 
concentrate on the relatively less controversial subject area 
of math. IMPACT II should consider developing strategies for 
encouraging teachers to face the inevitable conflicts and 
differences that accompany the move away from non- 
controversial teaching, that risks superficial cover of 
content, to more controversial issues. Without sustained 
experience and encouragement to tackle such issues, teachers 
report enormous reluctance to incorporate them into their 
classrooms. This is especially important for middle and high 
school teachers where issues of control are reported as 
paramount. 
For example, some teachers felt that many BPS teachers 
chose not to participate in the Bicentennial Commission's 
IMPACT II grant competition because of the complexity of the 
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subject matter - the Constitution and the Bill of Rights - 
and their own lack of background in this area coupled with 
the assumption that their students, in turn, would have 
considerable difficulty in what was perceived as challenging 
subject matter. This was seen as especially true on the 
elementary and middle school level from which most 
applications were drawn. 
It must also be noted that this subject area - the Bill 
of Rights - is not perceived as simply being difficult. It is 
also recognized as being controversial, open to many 
interpretations, and overtly present as a potential area of 
conflict in the lives of students and teachers in a way that 
other subject areas are not. Courses/workshop series on the 
Bill of Rights and Constitution, given with the understanding 
that those attending may use such workshops to help them 
develop grant proposals for upcoming IMPACT II cycles, may 
enhance the content based section of the proposal and the 
subsequent curriculum project when taught to the students as 
well as give teachers opportunities to explore how to teach 
potentially controversial subject matter and material. 
6. Other projects could focus on teaching strategies 
such as providing well-grounded, creative and challenging 
ways of teaching mixed ability classes, focusing on one 
content area. IMPACT II has avoided opening up debate on such 
issues. Building on the strong base of trust and 
accomplishment established in its first stage, IMPACT II 
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could move to STAGE II of supporting teachers in refining 
what they believe about an issue such as teaching to mixed 
ability classes in the entire range of subject areas, 
integrating bilingual and special education students and 
developing a range of appropriate teaching strategies. 
Other issues and terms that are frequently mentioned but 
not substantively discussed in IMPACT II projects are 
"developmentally appropriate," "innovative," and "multi¬ 
cultural ." In the light of recent initiatives to remove 
tracking and to integrate more fully special education and 
bilingual students with regular education students, such 
is sue/content/inquiry based projects would help BPS teachers 
contribute to the movement of the system toward such goals, 
and/or provide a forum for discussing an appropriate range of 
instructional alternatives to them. 
In these ways, IMPACT II could carve out for itself the 
role of disseminating teacher-created curriculum units or 
projects that are themselves the result of content based, 
interdisciplinary in-service programs that educate teachers 
and enrich their own sense of themselves as learners on an 
adult level. 
7. IMPACT II and other such programs have conclusively 
demonstrated that veteran teachers are the best "change 
agents" for disseminating curriculum practices to other 
teachers. Without a sense of teacher ownership, teachers do 
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not disseminate ideas/strategies/materials nor do they accept 
them. 
Moreover, teachers do not merely disseminate curriculum 
ideas and materials presented to them by outside experts - 
they transform them in ways that draw upon the unique 
knowledge and particularized experience that only they 
possess. They are not merely links in the chain. They are the 
core on which researchers, curriculum specialists and 
administrators on the one hand must depend for data, 
feedback, and entry into the classroom and to whom students 
must rely upon to foster learning, no matter how controlled 
from above the learning environment might be. 
That does not mean, however, that teachers must bear the 
burden of developing their own materials from scratch for 
each new project on which they embark. Rather, teachers must 
be supported in their roles as critical and wise consumers 
and adaptors, able to critically analyze and skillfully 
choose among the best materials and to adapt those they see 
as most appropriate and challenging. This ability to 
determine what works and what doesn't comes with experience 
and with risk-taking, a quality that IMPACT II has 
established as an implicit goal. 
In STAGE II of IMPACT II, the program needs to help 
teachers sharpen and articulate the bases and criteria by 
which they choose and adapt materials. Assessment tools and 
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guidelines need to be established so that teachers can use 
them to determine the quality of materials in terms of their 
ability to foster students' critical and creative thinking, 
deepen their understanding and exposure to subject matter, 
and provide for a variety of learning modes for diverse 
students learning in a range of classroom settings. As in the 
above section that discusses collaborating with subject-based 
projects, IMPACT II could collaborate with programs that 
foster study groups concentrating on particular teaching 
concerns or those that encourage teacher/researcher projects, 
with an eye to translating their results into effective 
classroom projects. 
The project should consider developing a set of 
Questions that teachers could ask each other to help them 
think through their grant proposal and the dissemination 
process. These questions should go beyond the initial concern 
of "selling" the individual project to prospective adaptors 
to those that would ensure and encourage reflective thinking, 
higher level thinking skills, a sophisticated multicultural 
approach, and creative and critical thinking. 
8. Grants could be allocated for categories other than 
resources - supplies and materials - which are now the main 
categories of allowed expenses. This may draw in secondary 
school teachers whose needs for materials are not as pressing 
as the need for content-based enhancement. Such teachers, 
with a student load of up to 150 students, would readily use 
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up any budget for materials if they were to ensure that all 
their students had the books and materials necessary to carry 
out a particular project. Other legitimate spending 
categories should be explored that better serve the needs of 
such classrooms. 
In addition, all funding categories, including those 
presently excluded, should be reviewed and considered for 
renegotiation in order to allow for more flexible use of 
discretionary funds. 
9. At present, there are no formal mechanisms for 
disseminating the project within the teacher's own building. 
Few teachers reported a direct connection between their work 
in IMPACT II and their participation or lack of participation 
in school based management. 
Creating a link between IMPACT II and school-based 
curricular projects could be part of the second stage in the 
development of IMPACT II. Principals need to be better 
informed about the nature of the IMPACT II projects operating 
in their schools, and encouraged to provide ways of 
coordinating such grants in the school as a whole. Schools 
can develop lending libraries of successful grant 
applications to guide teachers seeking grants. The IMPACT II 
office could also make available a variety of sample award 
winning applications as part of the application form or to 
those helping new applicants to complete their applications. 
At the same time, the relative anonymity reported by a 
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number of teachers within their own schools promoted a degree 
of freedom, personal ownership, and risk-taking that they 
felt would be jeopardized by mandates to link their projects 
with their individual schools, or that required greater 
involvement on the part of the principal, other 
administrative staff or fellow teachers. Maintaining a degree 
of anonymity and independence for those teachers who cherish 
these aspects of the program is equally important. 
10. While IMPACT II emphasizes the capacity of individual 
teachers to develop and disseminate exemplary curriculum 
practices, it is clear that the ability and inclination of 
individual teachers to participate is based to a great extent 
on structural issues outside of their classrooms. Identifying 
and nurturing the institutional supports crucial to a 
teacher's participation should be considered as a main thrust 
of IMPACT II's second stage. Such institutional structures 
that effect teacher participation include: 
* flexible scheduling for classes including breaking the 40 
minute classtime barrier in high schools and middle 
schools? 
* flexible scheduling for teachers to enhance collaboration 
such as team teaching and peer supervision (may include 
provisions for substitutes or team teaching strategies that 
free up teachers to visit each others' classrooms); 
* support for alternative classroom learning that requires 
increased student-to-student interaction and discussion in 
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small groups and pairs; 
* the need for small group work and a decrease in class 
size for at least some portion of the day; 
* a redefinition of control and appropriate classroom 
climate to allow for a greater flexibility of teaching 
methods and student learning. 
A number of middle school and high school teachers noted 
that the need to establish and maintain control of students 
are seen as paramount in their schools, and can be regarded 
as obstacles to the introduction of innovative curriculum 
projects. If teachers, and administrative staff in 
particular, do not recognize, support and become proficient 
in means of maintaining control other than individualized sit 
work assignments that involve teacher lecturing or student 
worksheet or textbook assignments, teachers will be reluctant 
to try out or publicize innovative projects, even ones with 
which they themselves feel comfortable. IMPACT II could 
sponsor discussions on the relationship between introducing 
innovative curriculum projects and methods and changes in 
classroom management, schedules and class size as a way of 
encouraging teachers and principals to increase the range of 
teaching and learning in classrooms. Such discussions could 
include a process for easing into creative curriculum 
projects, developing effective strategies for increasing 
active student involvement and promoting healthy debate on 
important issues. 
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11. IMPACT II should consider a way to encourage and support 
a more broad based group of teachers to submit grant 
proposals, especially as demonstrators. The project director 
now does a superb and much appreciated job in providing such 
support, but those who have never participated in IMPACT II 
do not know prior to their participation in IMPACT II that 
such support is available, nor can they assess whether they 
would feel comfortable receiving such support. Experienced 
teachers, drawn from the major categories of teachers working 
in the schools, could be awarded stipends to serve as IMPACT 
II "ambassadors/mentors," providing outreach services to 
previously underserved schools and groups of teachers by 
working with them to prepare their applications and demystify 
the grantwriting process. Teachers need to know that such 
support is available to every teacher involved in IMPACT II 
at every stage of the process, including the demonstration 
stage and the preparation of materials for potential 
adaptors. 
Such support, in order to be effective, must be pro¬ 
active. That is the "ambassadors/mentors" need the time 
personally to meet with, encourage and act as mentors and 
first readers of draft proposals for a wide variety of 
presently non-participating teachers. Such outreach must be 
tailored to the specific situation of the different teacher 
target populations, just as teachers now active in IMPACT II 
355 
report their own history of development from repeated urgings 
and solicitations by fellow teachers and/or other staff and 
mentors to their present position as seasoned grantseekers. 
Creating a cohort of teacher "ambassadors/mentors" among 
veteran IMPACT II teachers, perhaps among those concurrently 
participating in STAGE II investigating such issues as 
effective teaching strategies for heterogeneous classes, 
would encourage veteran teachers to enrich their own 
development while incorporating the challenges of teachers 
new to IMPACT II. 
12. IMPACT II should consider offering workshops 1) to 
enhance the knowledge base, 2) create appropriate teaching 
strategies and 3) hone the proposal writing skills specific 
to the particular grant program. Such grant writing 
workshops, combined with professional development programs 
that stimulate, enrich and challenge what teachers know and 
how they think about the content of what they teach, would 
block the possible trivialization and redundancy of projects. 
In addition, these workshops have the potential to 
increase the number of potential demonstrators and adaptors. 
Teachers who do not participate have little knowledge of the 
grantwriting process, and are unaware of the degree of 
assistance available to them and the multiple times they may 
submit. In contrast, teacher demonstrators frequently report 
that they received encouragement and considerable technical 
assistance from experienced grant writers in developing their 
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first applications as either developers or adaptors. In fact, 
a number of teachers reported that they decided to 
participate only after repeated and personalized campaigns 
conducted by fellow teachers, or after having gained 
considerable experience in writing grants in programs before 
they applied to IMPACT II. Teachers who have not enjoyed such 
support and guidance due either to being in schools in which 
no teacher has been successful in obtaining a grant or 
because they have not been approached by such teachers or 
other administrators are at a disadvantage in writing grants, 
and prior to that, seeing themselves in the role of 
grantseekers and demonstrators to other teachers. 
13. Questions of equity and diversity need to be addressed. 
Teachers who regularly participate in IMPACT II, who are also 
likely to participate in other grant programs, often receive 
over $1000 per year for classroom materials, as well as the 
opportunity to participate in conferences, hone their skills 
as grantwriters through the assistance provided by the 
director of the program and fellow participants, offer extra 
field trips to their students, and gain advance knowledge of 
upcoming grant projects, and other benefits. Such benefits 
are only partially known to non-participating teachers, who 
do not receive the regularly sent packages put together by 
IMPACT II staff announcing new grants and other professional 
development information. The disparity between the materials 
available in one classroom in comparison with others can. 
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over time, become considerable. In addition, there is a 
paradox in supporting collaborative/cooperative learning 
through a competitive grant structure available only to a 
limited number of individual teachers or pairs of teachers. 
Coupled with the fact that IMPACT II has funded all 
teachers who have applied as either demonstrators or adaptors 
in the last two years, it is important to let all teachers 
know that they have a good chance to receive additional money 
through IMPACT II for their classroom and the support needed 
to write grants for such money, dispelling the mystique of 
grantwriting. Stimulat(e)ing bilingual teachers to submit 
first drafts in their native languages might encourage this 
group of presently underrepresented teachers (especially 
those whose native language is not English) to participate. 
These teachers, as well as many others who report writing 
blocks, would benefit from a several step, non-threatening 
process that allows them to work with mentors in refining 
their grant applications. 
14. IMPACT II should also consider chang(e)ing the unstated 
but generally accepted notion that in order to be a 
demonstrator a teacher must have a vast number of activities 
among which potential adaptors could choose. Such an emphasis 
on quantity undermines the explicit notion of quality, and 
may deter accomplished teachers from submitting proposals as 
demonstrators. This change would include defin(e)ing what are 
the possible parameters of acceptable IMPACT II proiects. 
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allowing for a diversity of approaches and coverage. By 
allowing teachers to submit projects that go into depth in 
one area, rather than in covering a range of areas could 
attract new groups of teachers as demonstrators. Increasing 
the pool of potential demonstrators rather than that of 
adaptors is important because it is the experience of 
demonstrating one's project that has proven to be the most 
enriching and one with the greatest carryover to a sense of 
efficacy and enduring changes in teaching practice. Such a 
change in perception concerning acceptable demonstrator 
projects, as well as changes in the adaptor process, may 
increase both groups of teachers in terms of actual numbers 
of teachers and the groups of teachers among which IMPACT II 
draws its participants. 
15. This would mean chang(e)ing the description of the 
program from one based on competition to one based on 
competency - all those who prove their competency, as defined 
by criteria established for each grant, receive an award. In 
fact, this reflects what has actually happened in the 
project. Most demonstrators have participated in more 
intensive, content oriented programs outside of IMPACT II 
that have given them the confidence and experience in 
grantwriting and staff development. A substantial number of 
these teachers received considerable help from the project 
director and/or other experienced teachers in grantwriting 
and in a number of cases, proposals were accepted after the 
359 
posted deadline so that teachers could revise them on the 
basis of the feedback received. In addition, the majority of 
proposals submitted for the Bicentennial demonstrator project 
underwent considerable revision on the basis of the 
supportive feedback provided by the reviewing committee. 
In the past two years, all of the teachers who submitted 
proposals as either demonstrators or adaptors were awarded 
grants, with very few exceptions. This is in contrast to the 
rhetoric of the program which states that the grants were 
competitively awarded. A more accurate description may be 
that all grants that meet the standards of the program are 
awarded grants, up to a certain number. For the many teachers 
who report being intimidated by grantwriting, especially as 
individuals, and/or the role of teacher/demonstrator, knowing 
that you are not so much competing with as cooperating with 
other teachers may encourage a more broad-based group of 
teachers to participate. 
16. In light of such support and the fact that many of the 
same teachers have participated as demonstrators for the past 
several cycles,changing the nature of the award process from 
competition to competency, along with limiting the number of 
consecutively awarded grants given to individual teachers, 
would encourage the program to expand its outreach and would 
provide the impetus and the mechanisms for increasing its 
outreach. 
17. It is equally important not to see programs such as 
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IMPACT II as the only means of ensuring that teachers have 
materials for their classrooms by depending on privately 
funded sources to provide basic classroom materials. IMPACT 
II as a program, together with other grant funded programs, 
could act as vigorous advocates to insure that all classroom 
teachers receive an adequate budget to be used at their 
discretion to cover a strong instructional program. Relying 
upon IMPACT II and similar programs as the major sources for 
materials and tradebooks defeats the purpose of the program. 
Moreover, such a policy impoverishes the instructional 
program available to the great majority of BPS students since 
the competitive nature of such programs precludes the 
participation of the majority of BPS teachers, especially 
teachers new to the system and in most need of support and 
materials. 
18. Develop a system for tracking teacher participation. At 
present, the project has no system for tracking who has 
participated in the program according to important 
demographic characteristics, limiting its ability to note 
trends in participation and discover if all sectors have been 
served, and if not, what the program should do to encourage 
new or no longer participating groups of teachers to 
participate. 
IMPACT II grant applications do ask for some demographic 
information, but this information is not entered into any on¬ 
going recordkeeping data base, nor are important demographic 
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categories such as race, language of origin, and sex - 
routinely gathered and reported by most other grant funded 
programs - gathered or reported by IMPACT II. Moreover, 
without such a system IMPACT II is vulnerable to charges of 
favoritism or unbalance which could be refuted by providing a 
clear record of teacher participation. 
The goal of IMPACT II need not include serving all 
groups of teachers equally. For example, high school teachers 
may find IMPACT II's focus and modest remuneration 
unattractive. They may have greater opportunities to 
participate in other grant programs than do elementary school 
teachers. Teachers who are enrolled in credit-bearing courses 
leading to certification and advanced degrees, both groups 
which may have a larger proportion of minority teachers than 
the veteran ranks of white teachers, may not have the time to 
participate because of these commitments. However, other 
groups of teachers, such as bilingual teachers (especially 
those whose native language is not English) who may be 
presently underserved by IMPACT II, would be discovered. 
Programs could be designed to encourage their participation. 
19. To further insure that as broad a group of teachers 
participate in IMPACT II, without diluting the integrity of 
the program and similar ones, important demographic 
characteristics of participating teachers in similar grant 
programs could be coordinated to ensure that as many teachers 
as possible are drawn into such programs, without using such 
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lists to penalize non-participants or view them as less 
dedicated or meritorious than participating teachers. 
Presently there is a strong impression among both 
participants and non-participants that "you see the same 
teachers in all these programs" and that such programs are 
meant only for those who are willing or especially encouraged 
to take on the role of grantseeker. If a goal of IMPACT II is 
to increase the knowledge base and dedication of BPS teachers 
as a whole, tracking the overall participation of BPS 
teachers in IMPACT II and those programs similar to it is an 
essential first step. 
20. As it is officially promoted as a means of encouraging 
innovative and creative programs, IMPACT II has the potential 
to serve as a testing around for alternative evaluation 
methods that move away from fill-in-the blanks to ones that 
probe creative, critical and divergent thinking. Such 
evaluation tools would be a natural and important outgrowth 
of the program both to establish its credibility and to 
develop new skills for participating teachers in evaluating 
and documenting the progress of students. The project might 
consider targeting specific demonstration projects as those 
that would concentrate on evaluation of student learning, now 
a weak and ill-defined part of the IMPACT II process. 
Consultants in alternative evaluation methods could work with 
teachers on their individual projects and with groups of 
teachers. 
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21. IMPACT II, by establishing a strong base among teachers 
and reputation for increasing the professional level of 
teachers is in the position to move beyond teaching methods 
and resource development. Projects that encourage teachers to 
investigate, describe and draw connections between the way 
different groups of children learn and the subject matter 
they encounter - without stereotyping the children or 
"dumbing down" the curriculum - can be encouraged at the 
outset through revis(e)ina the demonstrator application 
process and form. 
Current grant applications for both demonstrators and 
adaptors ask teachers to outline what teaching strategies 
they will use. However, the short space provided allows only 
for a very sketchy picture of what those teaching strategies 
are and what will be changed in the classroom and in the 
students' learning as a result of using them. 
Asking demonstrators in particular to discuss the 
pedagogical basis for choosing particular teaching 
strategies, levels of questions, evaluation methods and their 
connection to a range of subject matter would in turn help 
their work with the adaptors by giving the adaptors concrete 
examples of ways and rationales for adapting their own 
projects. It is important, however, that this be coupled with 
an emphasis on alternative evaluation methods as it could too 
easily slide into rote or rigid categories. 
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22. Another means of increasing the pool of potential 
demonstrators is to include discussions and, if requested, 
time for writing up what the adaptors have learned as well as 
descriptions and analysis of their programs during 
demonstrator/adaptor meetings. Copies of successful grant 
applications covering a diversity of approaches could be 
available to teachers at these sessions. The written 
description could then be transferred to a demonstrator grant 
application in a future funding cycle. 
23. Using the review process»for demonstrators to achieve 
greater equity and improve feedback. The application form now 
in use gives equal weight to all categories in the form. 
Since one of the categories is previous experience in 
presenting to other teachers, teachers who have already been 
IMPACT II demonstrators or adaptors, or who have been in 
similar programs, automatically get more points than those 
starting out, even if the programs are judged otherwise to be 
equally meritorious. In addition, the 1-3 point system means 
that almost all of the grants come in within a very narrow 
range of each other, making it harder to choose among them or 
rank them. 
Other aspects of the application and review process may 
unwittingly influence their acceptance. At present, grants 
are reviewed with names attached. One of the reviewers is the 
project director. Her support and encouragement to those 
teachers who sought her help is universally acknowledged as 
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crucial to their participation. However, her participation as 
a reviewer constitutes a conflict of interest, as even if no 
names were attached her intimate knowledge of each teacher's 
project would lead to her ready identification of the project 
with specific teachers. Reinfore(e)ina the project director's 
role as support staff to teachers while separating it out 
from award decisions would be important in maintaining the 
credibility of the selection process. 
24. It is also difficult for a novice to the process to know 
what is meant by "innovative" and other code words that lack 
definition. Workshops introducing demonstrator grants, 
analogous to those offered to potential adaptors held in 
schools or around the city, might increase the network of 
demonstrators, especially if the "novices" know that the 
workshop is followed up by the sustained support offered to 
those demonstrators already in the system. 
Adding an interim round in which potential demonstrators 
can modify their grants based on the feedback received by 
reviewers such as happened in the recent Bicentennial 
Commission grant submissions, would allow novice teachers to 
have the value of expert opinion available to many informally 
within the system, and create a process for refining the 
grantwriting skills of all the teachers who submit. In 
addition, or adding a category of "planning grants" linked 
with content-based courses and/or workshops would allow the 
time and sophistication necessary for future stages in IMPACT 
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II as it moves beyond the first round of establishing teacher- 
initiated curriculum projects. 
25. At present, teacher demonstrators do not have to match 
their funding categories with those of the project they are 
presenting, under the assumption that they have already 
developed it and can use the money at their own discretion. 
However, they are also responsible for providing packets to 
an indeterminate number, up to 23, of adaptors. Such packets 
could eat up the entire budget that demonstrators now 
receive, another disincentive to potential demonstrators 
unless their school or other institution provides them with 
unlimited xeroxing. Establishing a centralized IMPACT II 
budget for all demonstrator packets would eliminate the need 
for demonstrators to dip into their discretionary funds and 
would encourage packet development according to what they see 
as important to present to their adaptors, not what they can 
individually afford to provide. 
26. Adaptors, in turn, could think through these issues at 
the end or midway through the adaption process through a 
formal or semi-formal discussion, using model sharing as a 
springboard for working through guidelines developed by 
IMPACT II. This would also encourage adaptors to in turn 
become disseminators and would provide structure to adaptor 
meetings which a number of teachers report to be unstructured 
and lacking in focus. These discussions could be offered on a 
volunteer basis, and if well structured and challenging. 
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would meet the needs of veteran teachers for whom this kind 
of professional development is more appropriate. 
27. The limited amount of time available in adaptor meetings 
for in-depth discussions, and the fact that during these 
meetings over 200 teachers are holding discussions in the 
same room, limits the potential for discussion, debate and 
evaluation. It is clear that IMPACT ll and other such 
programs have created a critical mass of teachers ready, 
willing and able to move to another level of curriculum 
development. 
This can be accomplished by 1) creating guidelines/ 
guiding questions/ and strategies for helping teachers during 
the demonstrator/adaptor sessions to refine their teaching in 
these areas 2) linking IMPACT II with other content-inquiry 
based programs 3) videotaping teaching episodes and 
demonstrations to promote outreach and for discussion and 
feedback. 
Holding demonstrator/adaptor meetings in which over 300 
people are in one room, away from the classrooms in which the 
programs were developed, cuts down on the ability and 
incentive of teachers to hold sustained discussions on 
teaching. After the initial award ceremony, holding 
demonstrator/adaptor meetings in individual classrooms would 
return the focus to teaching. 
28. Increase time spent during demonstrator/adaptor/award 
meetings on teaching issues by limiting time spent on 
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bureaucratic issues. At present, a considerable amount of 
time is spent during the documenter/adaptor meetings on 
discussing the mechanisms for turning in receipts and other 
bureaucratic requirements, more than on substantive issues of 
how to teach, what to teach, and how it all effects what 
children learn. For those teachers new to IMPACT II, the 
program could develop a special brochure detailing the 
reimbursement requirements and assure teachers that they can 
call project staff if they have any questions about the 
handling of receipts and other bureaucratic concerns. The 
time gained could be spent on discussions and model sharing 
between individuals and within groups. 
Separate award ceremonies/public relations events from 
meetings required of all participants. Newsletters, award 
ceremonies, and all other opportunities for teachers to be 
recognized as innovators are cited consistently as important 
motivating factors, and meet the goal of rewarding and 
recognizing exemplary teachers, as well as providing an 
incentive for non-participating teachers to "join the 
network." The time spent on such activities does, however, 
detract significantly from the educational mission of the 
project, conveying the message that curriculum content and 
inquiry are at the margins of the teachers' concerns and 
interests. 
29. Consider limiting the ratio of demonstrator/adaptor or 
allow for projects that attract a discreet number of 
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teachers. At present the range is between 1:8 to 1:23. The 
outer limit of that range necessarily changes the notion of 
the kind of relationship possible between demonstrator and 
adaptor. While those already in the system report close ties 
to their demonstrators ^ those new to the system may not be 
able to establish such ties due to the sheer numbers. The 
large numbers also place an enormous burden on the present 
demonstrators, and suggest that the focus is not on teacher- 
to-teacher sharing as much as receiving the money to buy 
supplies. 
Moreover, the implicit criterion that the program must 
be sold to a large number of teachers places undue emphasis 
on the "sale" during the presentations given to adaptors and 
the catalogue rather than on the demonstrator/adaptor 
relationship and adaptor-to-adaptor relationship. Limiting 
the number of demonstrators and increasing the ratio of 
adaptors to demonstrators has also prevented more 
idiosyncratic programs that are of high merit but may appeal 
only to a small number of adaptors from being selected or 
even considered for submission. Experimenting with changing 
the ratio to encourage more dissemination projects among 
which teachers could choose would redress the balance from 
selling the project to working on the project. 
30. Attention must be paid to non-participating teachers 
whose workload, perceived or actual, may be increased due to 
the absence of fellow teachers participating in IMPACT II 
370 
programs. The culture of schools has strongly emphasized the 
sanctity of the classroom and the importance placed on the 
individual teacher devoting herself to her class. Any time a 
teacher spends outside of that classroom is seen therefore as 
detracting from the education of the children, which is 
defined then as the only legitimate activity in the school. 
Moreover, the idea that a teacher should spend time enhancing 
her own learning - either in content area or in pedagogical 
skills - is viewed as diversionary and counterproductive. 
This is especially true if teachers think that any other 
teacher's absence increases their own responsibilities. If 
non-participating teachers sense that the participation of 
fellow teachers in IMPACT II makes their own work more 
difficult, devalued, and more isolated they may not choose to 
participate in the program. Others who may not be able to 
participate due to individual circumstances may also feel 
such resentment. Such concerns of non-participating teachers 
not be viewed as obstructionist or illegitimate. Rewards and 
incentives directly felt by non-participating teachers are 
thus important for the survival of the program in the system 
as a whole and that 
31. IMPACT II uses almost all of its grant-funded money to 
pay teachers stipends for classroom use. The project should 
consider, and is actively working toward, us(e)ing part of 
its budget for two other purposes without which the main goal 
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of the program - disseminating teacher developed curriculum 
projects - is potentially vulnerable. 
1) The Vicinos project is a new model in that money outside 
of that allocated to individual teachers was budgeted for 
field trips, visits to classrooms, attendance at conferences 
chosen specifically to meet the theme of the project, support 
for intensive in-service workshops and work with consultants. 
IMPACT II should consider allocating money for similar types 
of activities. This would also require adding support staff, 
some on an adhoc basis as consultants, teacher "ambassadors," 
outreach coordinators,evaluator, etc. 
2) Allocate money to grantwriting specifically geared at 
attracting discretionary money that can be used to support a 
wide variety of curricular projects. The Bicentennial 
Commission grant, although extremely helpful for 
concentrating on an important issue, attracted fewer 
demonstrators from a narrower range of subject area teachers 
than other IMPACT II programs which have not had subject area 
stipulations. An alternative would be to seek a mix of 
discretionary and non-discretionarv, targeted funds that 
could be used to provide a variety of programs. 
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